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General Editors’ Introduction 


The Deakin Studies in Education Series aims to present a broad critical 
perspective across a range of interrelated fields in education. The 
intention is to develop what might be called a ‘critical educational 
science’: critical work in the philosophy of education, curriculum, 
educational and public administration, language education, and educa- 
tional action research and clinical supervision. The series strives to 
present the writings of a rising generation of scholars and researchers in 
education. ! ae 
A number of researchers based at Deakin University have been 
closely associated with the development of the critical perspective across 
these fields. For such reasons, people in the field have sometimes spoken 
of a ‘Deakin perspective’. We do share some common views ei i 
we hope to contribute to contemporary debates a the urote 
development of educational enquiry; at the same time, our disagreements 
seem as fruitful for us as our agreements. ] ' l 
The Deakin Studies in Education Series provides an opportunity for 
extending this debate about the nature and future development of 
education and educational enquiry. It will include the writings of a 
variety of educational researchers around the world who, like ourselves, 
are interested in exploring the power and limitations of the critical 
perspective in the analysis of educational theory, policy and practice. 
The central themes of the series will not be dictated b 
boundaries between ‘foundational’ disciplines 
unexamined division of the tasks of education and educational research 
between ‘practitioners’ and ‘theorists’, or between ‘practitioners’ and 
‘policy-makers’. On the contrary, one of the tasks of the series is to 
demonstrate, through careful research and scholarship across a range of 
fields of practical, political and theoretical endeavour, just how 
outmoded, unproductive, and ultimately destructive these divisions are 


y the alleged 
in education, nor by an 


UIH 


both for education and for educational research. Put positively, the 
central themes and questions to be addressed in the series include: 


the unity of educational theory and practice — expressed, for 
example, in the work of educational practitioners who research their 
practice as a basis for improving it, and in the notion of 
collaborative, participatory educational research, for example, in 
educational action research, 

the historical formation, social construction and continual recon- 
struction of education and educational institutions and reforms 
through processes of contestation and institutionalization — 
expressed, for example, in the work of critical researchers into the 
curriculum and educational reform; and 

the possibilities of education for emancipation and active and 
productive participation in a democratic society — expressed, for 
example, in the development of critical pedagogy and the 
development of communitarian perspectives in the organization of 
education. 


These are enduring themes, touching upon some of the central questions 
confronting our contemporary culture and, some would say, upon the 
central pathologies of contemporary society. They are all too easily 
neglected or obscured in the narrow and fragmented views of education 
and educational research characteristic of our times. Yet education is one 
of the key resources in what Raymond Williams once described as our 
societies’ ‘journey of hope’ — the journey towards a better, more just, 
more rational and more rewarding society. Education has always aimed to 
and extend the values and modes of life which 


nurture, represent, vivify 
better. Finding out how this can 


promise to make the best in our culture 
be done, interpreting our progress, and appraising and reappraising the 
quality of our efforts at educational improvement are the tasks of critical 
educational research. They are the tasks of this series. 


Stephen Kemmis and Rob Walker 
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PART 1 


THE PROJECT 


Overture 


What do Mikhail Gorbachev, Robert Mugabe and Harold Wilson have 
in common? Despite their manifest political differences, each has stood 
under a banner branded socialism. In varying degrees they have played 
important roles in Southern African politics. Doubtless there are many 
other interests and activities in which these powerful men have shared. 
Distance education has played an important part in the political career of 
each: as students for Gorbachev and Mugabe and as a political instigator 
for Wilson. 

In 1962, at the age of 31, Mikhail Gorbachev's career moved 
sideways and upwards; he had begun the relatively rapid rise to ultimate 
power in the Soviet Union. During the previous seven years he had 
worked his way up within the Komsomol organization in his native 
region of Stavropol, almost 1600 kilometres from Moscow. His work was 
related to ideological consciousness raising among the region's youth. 
His long involvement with the Communist Party and his law degree 
from the prestigious Moscow State University had equipped him well for 
the work. His new position of district party organizer, in a region based 
economically on agriculture, demanded new skills. Thus in September 
1962 Gorbachev enrolled in an agricultural economy course, as an 
external student, at the Stavropol Agricultural Institute. It was a broad 
course which covered the scientific, technical and practical aspects of 
arming, finance and management, and gave him 


plant and livestock fa 
even more education in Marxist-Leninist philosophy and economics. 


Upon graduating in 1967 his career prospects were enhanced consider- 
ably. It provided him with a small but significant portion of the 
knowledge which assisted his promotion back to Moscow in 1978.! 

After training as a teacher in his native village of Kutama in the 
mid-1940s, in 1945 Robert Mugabe set off to pursue a career as a rural 
teacher in Southern Rhodesia. In 1949 a scholarship took him to Fort 
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Hare University in South Africa. Here he pursued a Bachelor of Arts and 
became involved for the first time in African Nationalist politics. Upon 
graduating he returned to teach in Rhodesia. He embarked upon the 
twin aspects of his life's work: a rigorous programme of self-education 
and an active interest in politics. His political activities forced him to 
leave his country for Zambia and Ghana in the mid- and late 1950s. His 
decision to return home in the early 1960s led to his periodic detention 
in prison from December 1964 to late 1974. Mugabe and his fellow 
political prisoners took the opportunity to plan their revolution from the 
‘inside’, and education occupied a central place in their programme. 
Mugabe worked as both a teacher and a political leader. However, he did 
not neglect the opportunity to further his own academic training. 
Working through a correspondence course from the University of 
London, he obtained a law degree in eighteen months, a course which 
normally took three to four years to complete. According to his tutors he 
took independent learning to extremes.” 

Britain's Opposition leader, Harold Wilson, had become interested 
in the possibilities of applying educational technology to higher 
education in his country, following a trip to the Soviet Union where he 
had observed the effectiveness of part-time correspondence courses in 
technical education and an experience with educational films through 
Encyclopedia Britannica. Seeking government and constantly vigilant for 
ideas with electoral appeal, while puffing on his pipe in his study after 
church one Sunday in the summer of 1963, he lit on the concept of a 
university of the air. Without seeking party approval he offered a version of 
the proposal to the British people in September of that year. After the 
Labour Party's election victory in October 1964 he handed the 
responsibility to Jennie Lee, a junior minister. The Open University was 
born.* The rest is history — a history so important for contemporary 
distance education that we will deal with it in detail in our final chapter. 

We do not wish to make a detailed case here, but we suggest that 
these apparently unrelated vignettes are closely connected. Indeed, they 

illustrate Geoffrey Bolton’s observation ‘that the concept of distance 


education may be seen as one of those innovations which was forged on 


d that the history of 


Down 
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Medvedev (1986), pp. 32-3, 56, 62-3; Morrison (1988), pp. 90-3. 
Smith and Simpson (1981), pp. 15-20, 54-7. 

MacArthur (1974), pp. 4-6; Perry (1976), pp- 10-11. 

Bolton (1986), p. 11. 
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Chapter 1 


Introduction 


Terry Evans and Daryl Nation 


This book has two fundamental purposes: it offers nine critical reflections 
upon distance teaching practices in a variety of settings in Australian 
colleges and universities; and it argues a more general case for the 
adoption of approaches based upon critical reflection within research, 
theory and practice in distance education. In Chapter 2 we introduce 
critical reflection and discuss the development of the project. In the 
chapters in Part 2 individuals and teams critically reflect on aspects of 
their practice. In Part 3 we offer a more substantial critical discussion 
which places our approach within the context of developments of 
scholarship in distance education and makes links to other relevant areas 
of theory and research which have hitherto been neglected. 

In choosing to structure our knowledge in this way, our aim has 
been to sketch in the essentials of our approach; and thus to enable those 
readers whose primary ambition is to come to grips with one or other of 
the chapters in Part 2 to get on with their reading and reflection. Those 
who cannot proceed intellectually (academically?) without a substantial 
dose of theory, can exercise their right to begin with Part 3. Our 
approach emphasizes the importance of socio-historical factors in the 
development of practice, research and theory in distance education. 
Accordingly, we now turn to a more detailed discussion of three issues 
relating to recent developments in the field: institutional provision for 
adults requiring post-secondary education, the professional organization 
of individuals and institutions interested in distance education and the 
growth of scholarship in the field. But all this presupposes some 
knowledge of the phenomenon itself. At this juncture some may feel it 
appropriate for us to launch into a definitional discussion. We prefer to 
move more empirically; we wish to orient you towards an understanding, 
or to engage your current understanding, by discussing some concrete 
examples associated with the issues identified. 
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In the last three decades there has been a world-wide development 
of institutions which have applied distance education to the provision of 
post-secondary education for part-time students. Few would quibble 
with the claim that the Open University (OU) of the United Kingdom is 
the most influential achievement in this regard. This vast institution, 
with over 100,000 students, captured the minds of politicians and 
educational administrators internationally in the 1970s. Indeed, a 
diverse range of institutions styled as open universities began to pop up all 
over the world; at the very least governments were expected to hold an 
enquiry into establishing one. Let us hasten to add: we are not suggesting 
that the OU was the single cause of this outbreak of educational 
development. Two very enduring trends emerged amongst all this 
political and administrative activity: the open university concept was rarely 
adopted slavishly, generally local factors have had considerable influence; 
and those institutions which had pioneered distance education long 
before the ‘open university fad’ were given both recognition and resources 
for new development. 
” In Australia, for example, external studies in higher education have 
continued to progress on the courses charted within the pioneering 
institutions: the Universities of Queensland and New England. Without 
exception, all distance teaching colleges and universities in Australia are 
‘dual-mode’ organizations which offer their courses to both on-campus 
and off-campus students. While there have been influences from research 
and practice overseas, the enduring influences have been very local: 
Australian distance educators have done it their way, endeavouring to 
translate conventional techniques into distance teaching. By world 
standards the Australian distance education providers are quite small; the 
University of New England and Deakin University, which have the 
highest enrolments, had about 6000 and 4200 external students 
respectively in 1988. i D 
Australia will never have an open university on the British model. 
History, vast spatial distances and a federal political system will 
guarantee that. The Australian response was to develop external studies 
sections with varying levels of institutional commitment in many 
colleges and universities. The number of institutions involved grew from 
six in 1970 to forty by the late 1980s, with student enrolments growing 
from about 8000 in the mid-1970s to over 45,000 in the late 1980s, 
which is about 12 per cent of all students enrolled in higher education. 
From the early 1980s governments have been attempting to ‘rationalize’ 
external studies, and as we write it has been proposed to cut back the 
number of institutions involved to six. 

While we cannot offer a detailed review of the international 
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situation, we are confident that readers will be familiar with local 
versions of these developments which have occurred in many countries, 
on all continents, with varying degrees of intensity in the last three 
decades. Of course, although distance education has undergone this 
resurgence, in no sense has it become the dominant form of part-time 
post-secondary education; rather, it has moved in from the margins and 
established itself as one of the very attractive options for contemporary 
developments in this field. However, it is possible to assert that 
institutions practising distance education have proved their viability in a 
diverse range of societies, from the sparsely to the densely populated, in 
the economically wealthy and the very poor and with governments of 
various political colours. It is no longer a marginal activity! 

Distance education has proved to be a mutating virus within the 
bodies of education systems. It has been able to rise to new challenges, to 
reshape itself co meet social changes and to transform itself for adoption 
to new contexts. In the United Kingdom the ‘downstream’ developments 
from the OU are well known: the move into continuing education, the 
recent reformulation into open learning, the creation of Open Tech and the 
Open College. Similar reforms are occurring in other paris of the world. 
Distance educators no longer apologize for their institutional existence; 
rather, they are in demand to explain a fashionable concept to eager new 
adherents. This trend looks set to continue. Those involved in distance 
education have an obligation to share their experiences with those who 
wish to enter the field. Our concern is to demonstrate the importance of 
local factors upon practice, so that experiences can be shared and reshaped 
for local practice. Education, like technology, has to be adapted to local 


circumstances. 

Accompanying these institu velo 
associated growth in professional organizations. The history of the 
International Council for Distance Education (ICDE) illustrates this well. 
The International Council for Correspondence Education (ICCE) was 
founded in 1938 at Vancouver. The ICCE was created by the pioneers of 
correspondence education in schools, colleges and private academies, the 
adult and continuing educators and the university extension movement. 
In the 1970s and 1980s these hardy pioneers were joined by a larger ‘new 
ducation renaissance in the post-secondary 
cognition that the ‘hard times’ and/or the 


tional developments there has been an 


crowd’ from the distance € 


institutions. As a symbolic re 
‘bad old days’ were over, the organization incorporated distance education 


into its title in Vancouver in 1982. The broad consensus between 
members older and newer was that the name change recognized the rising 


of the sun upon a new era. 
As its name suggests, the ICDE is a world-wide organization and it 
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has offered an excellent basis for the exchange of ideas in the field. It has 
fostered the dissemination of knowledge based upon practice, the fruits 
of research and the discussion of concepts and theories. Its thrice-yearly 
Bulletin and its periodic World Conferences play vital roles in this regard. 
The ICDE has provided an international forum in which distance 
educators who may feel marginalized on the local or national scene can 
remind themselves that they are part of an educational endeavour that has 
world-wide significance. The organization has also been very successful 
in addressing the difficult problem of maintaining interest and harmony 
among administrators, teachers and researchers. The 1970s and 1980s 
have also witnessed the creation of some national and regional 
associations interested in the promotion of distance education. These 
associations have allowed the ideas and practices just discussed to flourish 
on these levels, particularly through the publication of newsletters. 

The growth of scholarship in distance education is related to the 
developments in both institutions and professional associations. Until 
the mid-1970s most of the scholarly publication was devoted to 
practitioners discussing their work. Newsletters were the main vehicles 
for the distribution of these ideas. About that time reports on research 
began to appear with increasing frequency, and many people started to 
explore theory, particularly as it related to the notion of ‘distance 
education as a discipline’. Indeed, much ink and paper was expended 
asking and answering the question: what is distance education? Clearly, 
theorists and researchers had been incorporated into the distance 
education fold. 

More recently the range of research work and theoretical endeavour 
has increased significantly. There are now five international journals 
devoted to the publication of research reviews and scholarly debate. 
Scholars working in the field have made considerable impact upon 
‘neighbouring’ disciplines. This applies particularly to the various areas 
concerned with educational technology, student learning, adult educa- 
tion and the administrative organization of education. At least two 
internationally recognized courses exist which offer an introducton to the 
field for practitioners. 

This book emerges from a tradition of scholarship which has not 
been dominant in distance education. In the next chapter we offer an 
introduction to its claims for recognition along with a discussion of the 
genesis of the project. In the final chapter we will attempt to stake the 


claim for our approach in more detail. The chapters in between do this by 
example. 


Chapter 2 


Reflecting on the Project 


Terry Evans and Daryl Nation 


As a text, this book reflects several images of distance education; but 
these images, when seen through the eyes of you, the reader, are partly of 
your own making: we intend it to be this way. Much distance education 
seems to be based on selecting images for our students, giving them ‘the’ 
perspective and then assessing their reflective accuracy. Yet we know, 
if nothing else, that our students have to make 
sense of their course materials for themselves; they may contrive their 
assessment to conform to what we expect of them, but even this, within 
limitations, is of their own making. This book presents practices in 
distance education which explicitly engage people in shaping their own 
learning experiences and which also involve the practitioners in probing, 
questioning and debating their work in the pursuit of improvement. Ina 
simple form this is what we call critical reflection. 

We explain critical reflection a little more fully below and deal with it 
more substantially in the final chapter, however, we also wish to build it 
into the text of this book by reflecting critically on the project itself. The 
project is the making of the book and, rather like developing a distance 
education course, it has its own history, critical incidents and ideologies. 
We would like to share with you our critical reflection on the project, both 
as an example of the sort of process we are advocating for distance 
education more generally, and also as an entrée into the contributors’ 
reflections in Part 2. This means telling you something about ourselves 
and about how things developed with the book. As you can imagine, 
such things are not without their difficulties and it is important that you 
share them too. We would like you to read this text in different ways; it 
says things as much through its nature, form and style as it does through 
its content; the content also has various seams which can be mined by you 


through common sense 


at will. 
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At the heart of our understanding of critical reflection is a view about the 
nature of social life and how it is constituted. In essence, this view 
embodies a recognition that culture and social structure are constructed 
and reconstructed through history by the people who share and occupy 
them, and that people are themselves shaped as social beings by the 
cultural and structural conditions which surround them. Such a view 
draws upon the work of the social theorist, Anthony Giddens, in its 
espousal of a fundamental reflexive link between human agency and 
social structure.' Critical reflection is the process through which human 
beings use their analytical powers to assess elements of their lives against 
their explanatory frameworks (theories). Critical reflection is a precursor to 
change because, through the recognition of human agency, it encourages 
people to seek to improve their lives in their own terms. 

Critical reflection requires that social life be understood as problem- 
atic. In education this means that there is no perfect way to teach, in the 
same way that there is no one truth to teach. In this sense teaching — 
and it goes without saying that we include teaching ata distance —isa 
problematic field of practice which is riddled with contradictions. For us, 
being a good teacher requires recognizing both the problematic nature of 
teaching and that teachers have power to change their practices. Such 
power is circumscribed by the prevailing conditions, but the 
tions embedded within those conditions mean that t 
fluctuates and is never absolute. One of the most problematic arenas of 
conflict and contradiction in teaching is the relations between teachers 
and their students. In distance education — particul 
education — these relations are substantially fractured by di 
temporal and spatial forms, and often exacerbated by the diversity of 
students involved. As distance educators, we believe that the critical 
reflection process requires that students and teachers share collaboratively 
in the educational experience. Hence critica/ reflection is embodied within, 
and also contributes to, the development of the pedagogy and curriculum. 

When critical reflection is incorporated into the educational process, 
we find that the power relations in traditional student-teacher relations 


contradic- 
heir circumscription 


arly higher 
stance, in its 
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therefore, need to be critically aware of such issues in order to sustain 
critical reflection in their work. 

In a sense our project was concerned with providing a group of 
distance educators, including ourselves, with a context in which critical 
reflection could be pursued, both individually and collectively. We believe 
that everyone reflects on aspects of their lives for all sorts of reasons, 
hence critical reflection is drawing on this human capacity in a systematic 
way to provide a basis not only for critical analysis, but also for 
constructive change. The project provided a context for the contributors 
to stand aside from their practices and to reflect critically on them. A 
difficulty for so many teachers is that they are deprived of, or are unable 
to make, the time to reflect. In distance education, especially in 
Australia, this is particularly prevalent due to the overlapping and 
competition between teaching and production schedules, especially when 
overlaid with on-campus and off-campus responsibilities. We all know 
the feeling of not having the time and opportunity to take stock of our 
work and make improvements to It. Instructional industrialism requires 
Sustained production of the instructional product! A 

Although the project was itself a demand on everyone’s time — and 
some people found this to be a big difficulty — it provided a context 
through which people could justify a claim on their time for critical 
reflection. It was seen as a legitimate activity to which people could devote 
time and from which they gained significant support from other 
contributors. In effect, the project helped the contributors reclaim time 
for their own critical reflection. Is this a lesson in itself? Do reflexive 
educators need to address the issue of the legitimacy of the reflection 
process in their own practices, and thereby make a claim on their own 
time for this purpose? Many of the contributors tell how the pressure of 
schedules mitigates against their practice as distance educators; we expect 


you may find things much the same. 


Genesis 


rent places: Daryl at Gippsland Institute in 
elbourne and Terry at Deakin University to 
Melbourne’s south-west. It is about a three-and-a-half hour drive 
between our two work places. However, from late 1979 we worked 
together for over five years, teaching sociology and the sociology of 
education at Gippsland Institute. This was a formative period for us both 
because, although our previous experiences were often quite different and 
far removed from one another, there emerged a kind of kindred spirit. 


Nowadays we work in diffe 
the Latrobe Valley east of M 


if 
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Partly this was due to our mutual interests in sociology and particularly 
the sociology of education, but it also centred on a concern for our own 
teaching. We had both been school teachers and were sharply aware of 
the theory-practice division which pervades teachers’ views about teacher 
education and teacher educators. The students on one of our off-campus 
courses were ‘upgrading’ teachers who earned their living at the 
‘chalkface’ and, although we had a keen desire to help them learn what 
sociology could contribute to understanding their work, we did not ever 
want to pretend to tell them how to do their jobs. We decided to bring 
the curriculum of the course to them by using our skills as teachers and 
sociologists to provide a framework of analysis, together with some 
course materials, which would help them to look at themselves as 
teachers within contemporary Australian society. Thinking about it now, 
we often addressed our analysis to issues within schooling at the time, 
including their own position within occupational hierarchies and systems 
of accreditation and registration, which either required them or 
encouraged them to ‘upgrade’ their qualifications: that is, study our 
course. It was critical reflection, but we never called it that. 

To us sociology is very important. We believe that sociological 
forms of thinking about social life are a powerful way of addressing 
practical issues in society. Of course, sociology is not a static, monolithic 
body of theory. There are debates and divisions within sociology which 
can make outsiders wonder if there is such a thing as æ sociology at all. 
Certainly our own location within sociology — and we occupy much the 
same one — ıs Commensurate with our approach to teaching. If you read 
the final chapter you will find a version of our sociology put into a 
critique of distance education: if you are acquainted with the broad 
divisions and changes within sociology: we were suckled on functional- 
ism, supped contentedly on interactionism, chewed on conflict structur- 


alism, and have been digesting and cooking up recipes of the last two 
ever since. 


Distance education is also very important to us, although we find 
the term itself highly problematic. In our teaching together we have had 
to face the task of teaching sociology at a distance. and quite often to 
traditional face-to-face teachers’. It was through teaching sociology to 
teachers that we became involved in reflecting critically on our own 
Practice, in terms of both curriculum and pedagogy. Whilst teaching 
teachers we learned as much about our own teaching as we taught them 
about theirs. Does this happen to other people who teach reflexively 
especially when teaching other professional people? It was not ver easy 
— some teachers can be soul-destroying, P 


; ; ; credential chasers or anti- 
theoretical charlatans! But it was interesting, so much so that we now 
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have a research project entitled ‘Distance Education and the Continuing 
Education of Teachers’ which consumes a lot of our time. We were not 
especially innovative in our teaching, but we were always changing parts 
of the curriculum or our methods of teaching due to our reflections on the 
course, our discussions with students and the changing nature of 
teaching in Victoria. 

Critical reflection is at the core of this book in other ways; it has been 
produced through a structure of critical reflection processes which we, as, 
editors, planned and then asked the contributors to comment upon. But 
first, let's share with you the genesis of the book, and then we shall tell 
you more about how the text took shape and who the contributors are. 

In January 1987 we were ona flight from Melbourne to Wellington 
to attend the Australian and New Zealand Association for the 
Advancement of Science (ANZAAS) Congress. The flight was a chance to 
discuss various matters concerning the papers we were giving and our 
work in distance education. We had nearly a day to spend in Wellington 
almerston North for the conference; it was during this 
writing a book ‘on distance education’. 
ance education around the world who 
t to us as sociologists and distance 

synthesizing some related social and 
o work in distance education. The 
a form of this intention, but our 


before heading to P 
time that we considered seriously 
We knew of several people in dist 
were addressing matters of interes 
educators. Our plan was to assist by 
educational theory and linking this t 
final chapter of this book represents 
experience at ANZAAS deflected us from our original plan. 


Usually ANZAAS congresses have a substantial section for the 
distance education is rarely mentioned. 


as centred at Massey University which is 
institution in New Zealand. 


educational sciences, but 
However, the 1987 congress w 
the major distance higher education c í 
Therefore, appropriately, a sub-section on distance education was 
included within educational sciences. Jackie Cook presented a paper in 
this sub-section which reflected on her teaching of women’s studies in 
terms of theory embedded within her understanding of literature. This 
stimulated a change in direction toward editing this book. Later in the 
conference we presented a joint paper which addressed some issues about 
the nature of theory and theorizing in distance education. Several people, 
including Jackie, contributed to the discussion. One important theme 
concerned the ways distance educational practice and institutions shaped 
etween teachers and students, and between the 
t was suggested that we should be striving for new 
1 for ways of sharing such practices with other 


the relationships b 
students themselves. | 
forms of practice ana 


distance educators. 
On the bus back from Palmerston North we discussed the idea of 
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changing our plan in favour of producing a book of reflections on practice 
in distance education. As the outskirts of Wellington appeared through 
the rain-spotted bus windows, we were settling on the approach we 
would take to developing this book. We felt it was important that the 
book should reflect the issues embedded in it. Therefore, the project 
should engage the contributors in working on the text collaboratively 
and yet preserve the heterogeneity of people contributing from a variety 
of different backgrounds, interests and concerns. 

Our first problem was to think of possible contributors, and here 
the nature of the book was already being imprinted with our own 
particular marks. We decided to keep to contributors who worked in 
Australia principally because, even with its vast distances, we thought 
we could maintain some dialogue among us all — something which was 
crucial to the process of producing the book. Beyond that it came down 
to people we knew who were doing something innovative in distance 
education. We looked for a range of different practices and circumstances 
through our network of personal contacts. Eventually we found that we 
had contributions based on distance education Practices from every 
mainland state, although most authors were currently living in Victoria. 
In this sense the book represents nothing more than our personal 
selection of a series of quite different contributions to distance education. 
The forms of practice involved are not exclusively about teaching, but 
they include a range of practices which help comprise distance education. 


Creating the Text 


When we invited each of the contributors, 
encouraging: everyone accepted and ex 
the project.*> We asked each of them t 
their practice and its context; they were asked to explain their reasons, in 
both practical and theoretical terms, for developing their particular 
practice. The contributors were asked to prepare draft chapters which 
pushed beyond mere description of their practices and which reflected 
critically in their own theoretical terms. You will see that for some of the 
contributors their theoretical positions are writ large and rooted in 
established educational, social or literary theories; others bring more 
personal explanations to bear. People were not asked to oe 
themselves as experts for you to follow, but rather they were to share 
their work with you as problematic entities with histories, contexts and 
actions. When you read their chapters, please do so with hese details in 
mind and also be inclined to use the Opportunities provided by the 


their replies were very 
pressed their own enthusiasm for 
© write a chapter which explained 
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contributors to reflect on your own work or interests in distance 
education or education more generally. 

The process through which this book was developed is different 
from the way most such books are prepared. In order to sustain critical 
reflection throughout the preparation of the book we had to face the 
perennial problem of distance educators: communication at a distance. In 
addition, an equal and open form of communication was necessary, and 
here we had to deal with the editor-contributor relationship as well as 
others concerning the relative academic status of the contributors (and 
our contributors span the entire range of the academic hierarchy), the 
university-college ‘distinction’ (which is undergoing its own change) and 
various other concerns. Our aim was to make the ‘core’ Part 2 of the book 
as the focus because here everyone could be seen to be contributing on 
equal terms. As editors, we recognized that we not only shared the 
responsibility for establishing and maintaining communication among 
the contributors, but we also held the responsibility for writing this and 
two other chapters outside Part 2 and for managing the negotiations with 
publishers, series editors, etc. 

With Part 2 as the focus for the critical reflection process we asked 
would provide a first draft for everyone to review 


each contributor if they : 
tors’ seminar at Deakin 


and then to participate in a two-day contribu 
- University. The demands of this process were more complex than one 
might first imagine. We envisaged a four-stage process. The first stage 
required contributors to send us a brief outline of their chapter which we 
then copied and distributed to everyone involved. Thereby, we all 
understood what the others were writing as we prepared our own first 


drafts. Preparing the first drafts was the second stage. We set a date for 
f the first drafts to whomever of us had been 


editor’; it was the contact editor's 
d to distribute two copies of drafts 


submitting two copies 0 
designated as their ‘contact 
responsibility to monitor progress an 


to the other contributors. a 
The third stage represented the onset of critical reflection in earnest. 


Each contributor was asked to read all the other drafts and to make 
critical comments on one of the two copies provided; they could retain 
the unmarked copy but were to return the marked copy to the author at 
Meeting together at the seminar was very 
important to the establishment of a community within which critical 
reflection was to take place: in effect, a critical community. Most people paid 
their own travel costs to attend, and the local contributors were asked to 
provide accommodation in their homes for the visitors. The sharing of 
costs and staying in other contributors’ homes helped toward establishing 


the contributors’ seminar. 


the ‘critical community’. 
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The first day consisted of a series of discussions of each first draft 
chaired by the particular author. The idea of each contributor chairing 
their own discussion was partly to emphasize their centrality to the 
critical reflection process for their chapter and partly to reduce the profile 
that we as editors were playing; we wanted to be viewed as contributors. 
It was intended that each contributor receive several copies of their draft 
annotated with contributors’ comments, and they would have the 
comments from the discussion at the seminar. The second day of the 
seminar was given over to discussing the draft of Chapter 12, which we 
distributed at the end of the first day, and to general issues concerning 
the book's production and contents. This led to the final stage of the 
process which commenced with each contributor nominating the date by 
which they would complete their final draft and send it to the editors. In 
most cases people revised their chapters and submitted them without 
further ado. However, some sought further advice about changes before 
they settled on their final versions. 


Reflecting on the Making of the Book 


Producing an edited collection of chapters, rather like any form of 
collaborative work — such as course team work in distance education — 
relies heavily on the personal circumstances and capacities of the people 
involved. Sometimes differences of personality, ideology and commit- 
ment can lead to rifts between people which are impossible to bridge and 
which serve to destroy the whole collaborative venture. Broader social 
and cultural divisions, especially gender, can contribute to differences in 
perceptions and power which further distort the nature of group work. 
As teachers of sociology and sociology of education, where such issues 
have been grist for the academic mill, we have a commitment to ‘social 
justice’ which interacts in both our personal and public lives. This 
consciously, and probably subconsciously, flowed into our production of 
the book. Of the contributors we invited to participate, four are women 
and five are men; this was not a deliberate attempt to strike what some 
people call a ‘gender balance’: it just worked out that way. 

We tried deliberately to ensure that everyone saw themselves as 
having an equally important contribution to make and we moved to 
minimize our own control over events. This proved to be a compromise 
because, not only were we the editors and hosts/organizers of the 
contributors’ seminar, but also everyone had considerable experience of 
the academic game of (patriarchal?) intellectual jousting. The matter of 
the organization of meals, and to a lesser extent accommodation, we 
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considered to be very important because these are social occurrences 
through which people experience feelings of welcome and well-being, 
and in which they cement the bonds of (critical) community mem- 
bership. We arranged dinner at one of our homes because we felt that a 
more convivial arrangement than attending a restaurant, it also enabled 
us to meet the costs, which would have been impossible otherwise. The 
seminar finished at lunch on the final day which provided a fairly 
open-ended social event that people could leave when they needed to. It 
may seem strange to recount such ordinary ‘housekeeping’ matters. 
However, these steps are important to the success of such events, 
especially if they are to work as critical communities. Kevin Hince, an 
ex-colleague of ours at Gippsland Institute, demonstrated this to us and 
our students when he explained the procedures he adopted in industrial 
relations to bring about agreements between disputing parties, especially 
in educational occupations.“ We would go further and argue that these 
steps are also important to distance education, whether organizing course 
team meetings or when students are brought together for tutorials, 
weekend or summer schools, laboratory work, etc. 

Let us return to the beginning and discuss how each of the stages 
went. The first stage of having people produce a summary of their 
intended chapter proceeded quite smoothly. It was probably more useful 
for us, as editors, than for the contributors, in that it enabled us to 
produce an outline of the book for the publisher's editorial board. 
However, for the contributors the procedure represented small, equal and 
k!) steps on a path towards the critical 
community. It represented a sign of membership which was duly 
recognized as such when the copies were distributed. Three of the 
contributors, working on two chapters, were very late with submitting 
t was here that we first encountered difficulties. 
The competing interests and commitments of these three people were to 
impinge increasingly on the book’s development. 

The first draft stage proceeded according to plan, although one or 
two more people found it difficult to keep to schedule. The deadline was 
predetermined by the seminar dates which had been agreed with 
everyone in advance. The three contributors with whom we had shared 
difficulties since the beginning were unable to produce a draft in time for 
distribution to the other contributors; they eventually dropped out of the 
seminar. 

The contributors’ seminar made a very bad start because of the late 
withdrawal of the three contributors from the seminar. This was 
particularly embarrassing because the persons involved were all ‘locals’, 
whereas others had travelled a long way, largely at their own expense. 


unthreatening (we thin 


their summaries, and 1 
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There was an air of tension which was only submerged, rather than 
dissipated, during the discussions of the drafts. However, in another way 
the feeling of disappointment amongst the contributors was an important 
shared experience for a new group of people. It did serve to bond people 
together prior to the important part of the process: the critical review of 
the first drafts. 

The first day was given over to spending a half hour on each draft 
chapter. The time passed quickly with a complete absence of the 
academic jousting one can expect when people from different institutions 
and perspectives meet to discuss their work. By the end of the day there 
was some strong, but friendly, debate about the nature of critical 
reflection and the capacity of individuals to shape their own lives. A 
Marxist-structuralist_ member had to contend with several others 
attempting to exhibit the power of human agency! We could have spent 
more time in discussing each contribution, however, any increase in the 
time spent would have taken us into the second day. It was important to 
complete everyone's chapter review on the first day because we wanted 
everyone to have dinner together on equal terms with no one (other than 
the editors!) worrying about the next day. The discussion of each 
contribution was always positive and Constructive, to the extent that we 
wondered afterwards if people had resisted saying things which they felt 
might be negative or destructive: perhaps you can decide this better than 
us. It certainly is an important point for a critical community; in a sense 
traditional Western academic values of ‘criticism’ conflict with those of 
‘community’. In establishing a community at a distance and then 
bringing it together at Deakin we had concentrated on the latter, but did 
this mean that we blunted our critical faculties 
community? 

The final day of the seminar commenced with the discussion of the 
t for us was a most useful discussion 


to sustain the 


ways, are advocating. This final s 
tributors were discussing thei 


nature and purpose. The particular significance of critical reflection emerged 
and was symbolized in the book’s title being generated from the group. 
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The final session of the seminar was given to discussing practical 
matters concerning the preparation of the final drafts and the book's 
structure and style. Two of the three contributors who were unable to 
participate in the contributors’ seminar joined the group and spoke about 
their chapters and the book. Some of the original resentment returned 
and this was discussed openly. The group agreed that the two remaining 
chapters should be circulated as drafts for all contributors to review. In 
the following months the drafts were circulated and revised; the book is 
created! 


The Contributors 


Jackie Cook was the first person we wanted to contribute to the book 
because of her interesting paper at ANZAAS which, ina way, had started 
the whole project. Jackie's chapter, in both its form and content, 
provides a critical reflection on the distance teaching of any course, 
especially in terms of the patriarchal institutional structures which shape 
distance education. Jackie teaches literature at the South Australian 
College of Advanced Education, and it was her secondment to work in 
China which provoked her particular critical reflection on her practice. 
Also from the same institution is Bruce King who is Head of External 
Studies. Bruce writes about the Graduate Diploma course in distance 
education from his viewpoint as one of the originators. Bruce's chapter 
represents a powerful insight into the difficulties of trying to develop a 
course which pushes beyond the traditional boundaries of distance 
education practice. a f ; 
Helen Modra provides a critical reflection on her practice as a distance 
teacher of librarianship at a country college; she is currently teaching and 
is a postgraduate student at Deakin University. Helen brings the ideas of 
Paulo Freire into her analysis of her distance teaching, which provides a 
rich vein of thinking for other distance educators. Lindsay Fitzclarence 
and Stephen Kemmis have spent several years teaching a course about 
curriculum theorizing at Deakin University. In their chapter they 
address the fundamental problems of creating a critical community at a 
distance. John Smyth discusses a part of his work at Deakin University 
Concerning a course which encourages teachers to reflect critically on 
their practice. You can see John’s chapter as a critical reflection on teaching 
at a distance about critical reflection! Similarly, one of our contributions, 
by Daryl Nation, looks at the use of personal reflections in the teaching 


of introductory undergraduate sociology courses. 
Each of these contributions deals with approaches to teaching at a 
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distance which actively involve the students in their courses; other 
contributions concern different aspects of distance education practice. 
Geoff Arger, who is course development adviser at the University of New 
England, reflects on a project which brings the techniques and effects of 
‘talkback’ radio to the teaching of distance students in the Sydney area. 
This represents another innovative form of distance education practice 
which helps to bring the students and staff into a closer relationship with 
One another. Frances Bonning, who is a postgraduate student at Deakin 
University and a primary school teacher, contributes a chapter with one 
of us — Terry Evans. This contribution reflects on the practices of some 
novices in distance education who wanted to use a democratic curriculum 
development process. In this case the Prospective learners were being 
asked to shape their own course. Margaret Grace, who currently works 
and is a postgraduate student at Deakin University, provides a critical 
reflection on her experience as the External Students’ Liaison Officer for 
the University of Queensland Students’ Union. 

The chapters in Part 2 can be read in any particular order. We have 
placed them in a sequence which links the var 
However, your particular interests and knowle 
want to read things in a different order. Part 3 
distance education. It reflects ideas in prog 
distance education becomes an 
scrutiny and research activity, 
enhancing of the critiques of dis 
the other contributors are helpin 


ious chapters and parts. 
dge may mean that you 
deals with our critique of 
ress, because we are hoping, as 

increasingly popular area of critical 
that there will be a broadening and 
tance education. We hope that we and 
8 in this process, 


Notes 


See Giddens (1979, 1984). 


Like its other Australasian counterparts, but unlike 
tionally, it also has ‘on-campus’ students. 

3 Later one contributor withdrew 
extra demands. 


á Kevin Hince is now Professor and Director 


Centre at Victoria University of Welling 


NE 


many others interna- 


because a change of job created its own 


of the Industrial Relations 
ton, New Zealand. 


PART 2 


THE PRACTICES 


Chapter 3 


The Liberation of Distance: 
Teaching Women’s Studies from China 


Jackie Cook 


In the beginning is my end... - 


I must, as a conclusion, say a few words about the mythologist 


himself [sic]. . . mythology harmonizes with the world, not as it 
This harmony justifies 


| him: his status still remains 
His speech is a 
at the most, it unveils — or does 


is, but as it wants to create itself. . . - 
the mythologist but does not fulfi 
basically one of being excluded. 
metalanguage; it ‘acts’ nothing; 
it? To whom? 

.. . He can live revolutionary 


self-conscious character of his function, 
stiff, and painstaking, muddled 


brands any intellectual behaviour with an openly political 
d’ types of literature are infinitely more 
ace in metalanguage). (Barthes, 


foundation (‘uncommitte 
‘elegant’; they are in their pl 
1973, p.156) 


. when a subject is highly controversial . . 
hope to tell the trut 
whatever opinion O 
audience the chance of drawing 
observe the limitations, the preju 
speaker. Fiction here is likely t 
Therefore I propose making use 0 
anovelist-. . . - (Woolf, 1975, p-6) 


What follows is an experiment 
experience, and an attempt at no 
some conclusions. Like most or all such attempts, 


action only vicariously: hence the 
this something a little 
and excessively simplified which 


. one {sic} cannot 
h. One can only show how one came to hold 
ne does hold. One can only give one’s 
their own conclusions as they 
dices, the idiosyncracies of the 
contain more truth than fact. 
f all the liberties and licences of 


in mythology: an account of an 
t drawing from but seeing through it to 
the process is both 
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narrative and analytic, produced and so controlled from and by me. 
Partially at least to moderate this authorial tyranny, and to anticipate in 
myself an attraction to the personal ‘truth’ of narrative and suspicion of 
the ease of abstraction of patterning in analysis, I have reversed the 
conventions of subjective/objective discourse: narrative of personal 
experience is in the third person past tense, analysis in the first person 
present. 

Towards the end the dual system ceases — or perhaps has merged; 
either I as producer began to lose the distinction, becoming more 
interested in the ‘conclusions’ which were appearing, or there was/is no 
distinction. 

Jackie Cook, Lecturer in English/Women’s Studies at the South 
Australian College of Advanced Education (SACAE), was sent in 1986 as 
exchange fellow to teach in the Foreign Languages Department of 
Shaanxi Teacher's University, Xi'an, China. There she was to work with 
faculty members and senior students on English language and literature, 
to improve the training of prospective middle school (high school) 
English teachers for China’s north-western provinces, as part of a 
continuing staff exchange development scheme between the two 
institutions. 

Meanwhile, back in Adelaide the Women's Studies Course Team in 
SACAE was packaging course units from 
Women’s Studies for the external mode. In its seventh year in the 
internal mode, and its second year in distance education, the women’s 
studies course was confronting the usual problems, ideological, 
methodological, pragmatic, of the transition. These were exacerbated by 
staffing shortages, heavy teaching loads and inadequate lead-times. In 
the first semester of 1986 students were enrolled in an external unit’ 
which had run only once before in the distance education mode, a unit 


called ‘Women Writers and the Literary Tradition’ i 
taught by Jackie Cook. fy Xtadition’, developed ‘anc 


its Graduate Diploma in 


Crisis: How to be in two places at one time? 

Sabie Which of these two college programmes took priority? 
uggestion: Why couldn't an external studies teacher be external? 

Solution: 


‘Women Writers and the Literary Tradition’ would be 
taught in 1986 by Jackie Cook from China. 


As a tertiary teacher of fifteen years’ experience, all in the 
‘internal’ mode, I approach the development of external P 
teaching of my women’s studies units with some tre 
inexperience in the external mode is probably primary; 


conventional 
ackaging and 
pidation. My 
my nervousness at 
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‘fooling around with’ a new and still half-defined methodology in 
women's studies secondary, but equally strong. A continued heavy 
internal teaching load leaves no lead-time for slow and considered 
development or piloting: it is to be my usual deadline/breadline existence 
|... Despite the pressures in these development years of the mid- 
1980s, I take time for induction into the mysteries of external studies. I 
read. I attend seminars. Best training of all, I teach courses. During these 
processes I realize that my nervousness is, if anything, increasing. 

Current discussion of distance education seems obsessed by the 
‘technological fix’ — the issues are pragmatic and technical, centring on 
delivery, materials production, hardware, student contact mechanisms. 
Theoretical perspectives are suspended — or even subsumed — into 
‘process’ definitions. We (notice how glibly she already claims kinship 
with other external educators . . .) are presumably to pause, pending 
some semi-mystical organic development of the distance education 
philosophy. 

Despite the cynical tone (my mother speech), I’m prepared to accept 
that there are excellent reasons for this ideological hiatus. The global 
dimension of distance education — itself one of its charms — gives it a 
cross-cultural element not previously prominent in educational design, 
and a comparative basis, which slows down definition. The lateness of 
emergence into the education field has brought distance education into 
an age of more complex theory, more readily accepting of variability, of 
difference. Since as a women’s studies teacher, that is a political stance I 
endorse, I cannot help but be approving, as well as seeing the advantage 
of integrating the new technologies as we (there I go again) design 
materials and teaching/learning strategies. The longer an overview is 

‘delayed, the wider we extend it, the more good practices we find, the 
wider our theory base. Aor 

But ‘waiting’ in education is no more passive in truth than the 
verbal mode into which I slipped above. Actions are actions: practice 
marches on. In the absence of a clear theoretical perspective or 
methodological directive, those of us in the field continue to teach, and 
to develop practice and process which inevitably harden into ‘standard 
procedure’. In a myriad of instances globally there must be experiences 
like mine: teachers and academics who have adjusted their practice to the 
demands of their field and the student profile; rethinking and reshaping 
to the perceived differences of the distance mode. But where and what are 
the descriptions and reflections of these revisions? When I approach the 
distance education literature, why am I confronted by bureaucratic 
history and brochures of electronic whizzery? Why is that most 
problematic of issues, the teacher/student relationship, addressed in the 
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main by Telecom, and discussion of learning bristling with behaviourist 
categories and reduced to statistics? In the light of my own limited 
experience, how can I test my perceptions against those of fellow 
practitioners? Most of all, for a discipline like mine — women’s studies, 
peripheral and revisionist by definition — will any of these experiences, 
definitions, processes, be appropriate? I am beginning to feel much as the 
beginning distant student must feel: ‘Is there anybody out there?’, or, 
‘Now that I have a ticket on this bus, who's driving and where are we 


going?’ 


Jackie Cook, precariously balanced on the cultural tightrope of English 
teaching in China, noticed the date for commencement of the Australian 
academic year, and wondered whether the external studies machinery had 
ground into gear, and package one of ‘Women Writers’ was speeding out 
through the Australian mail system. Despite the optimism which had 
persuaded her to insert her Chinese telephone number in the Study 
Information Booklet, in case of some especially rich/enterprising/desperate 
student, naturally no one called. The usual preliminary tension was 
obviously going to be prolonged; she anticipated no need to visit the post 
office (there is no mail delivery in China) for at least a month. But then 


personal letters began arriving. (These had bypassed the external studies 
dispatch process, and arrived direct.) 


Hello, my name is X, and I’m writing because I was fascinated to 
see that you are in China. I visited there in 1981, but it must be 
amazing to be living there — what exactly are you doing? You 
said in the Information Booklet that... . 


I thought I would like to begin the course by telling you about 
myself, so that you can see where I'm coming from. Well, I live 
on a station North of the Flinders, so I'm as isolated as you are, 
although not so crowded. . . . 


I do not know if this letter will reach you, because I am writing 
from Indonesia where I live, and political relations with China 
are not clear. I have sent a copy of this letter to the External 
Studies address in Adelaide. It will be interesting to see which 
one you get... . 


I have so many questions about the course — I don’t know where 
to begin! I'm doing the unit as I travel around Australia in my 
van — at the moment I'm in the Blue Mountains. I've enclosed a 
sort of ‘Bulletin’ about myself that I type up each month or so 
and send to my friends. Would you like to receive it too? 
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In previous experiences of teaching this course externally these personal 
expressions had also arrived. The relation of self to subject is basic to 
women’s studies; for internal students classroom practice, and for 
external students advised study technique elicit this sort of response. But 
this is usually a gradual, cumulative process, requiring many inter- 
actions. Even internal students do not establish themselves so clearly in 


session one. 
Even more clearly, the questions have begun: 


I haven't studied for more than ten years and it’s hard! Most of 
all, I'm confused about the work required. I've read through the 
section where you say we can design our own work, but do you 


really mean it? 


I think I like the idea about concentrating on the areas that 
appeal to me most, because some parts obviously do, but I still 
feel uncomfortable about the bits I'm skipping. . . . 


It’s the old problem of depth versus range. I enrolled to do this 
course to let myself just read all those books I'd always wanted to, 


but never had time for. Only now I want to spend all my time on 


each book as I get to it. . - 


This is a Graduate Diploma course, but I've come in without ever 
going to a University (I’m a nurse). I'm not sure about what sort 


of level you're looking for. 


My own writing skills worry me. It wasn't so bad in the other 
units. Here we have all those wonderful models of women writers 
in front of us. I can never be that good. Is it o.k. if I do taped 
commentaries? I feel more relaxed if I'm just talking... . 


ntaneous correspondence — apart from its very 
existence! — is a two-fold change from the experience in previous 
semesters, taught conventionally from Australia. First, there is the depth 
and difference of the relationship which is developing between myself 
and these students, and the spontaneity of their disclosures. Secondly, 
there is a much earlier, and more clearly defined, questioning of the work 
requirements of the course — aâ questioning which emerges as students 
design their own learning path, but which is usually slower in 


developing, and more hesitant in approaching the institutional agent 
e — me. I attempt to 


who represents assessment as well as assistanc 
unravel the difference of these two types of response. l 

First, the spontaneity of student disclosure: women s studies 
fosters this immediacy of contact: the personal is central, the whole 


Most striking in this spo 
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process and intent of women’s studies is to elaborate the political from 
the personal, redefine and reapply it. That is the purpose and 
justification of our adult learning/groupwork methodology, which 
creates my initial and continuing nervousness in the transfer into external 
studies. Under normal circumstances, Adelaide-based and teaching the 
“Women Writers’ unit, I build a ‘buffer system’ for myself and students. 
I telephone them in the first week; I place those living close to fellow 
students in contact with one another; I invite metropolitan Adelaide 
students (usually women with intense child-care demands) to attend 
special sessions with internal students (such as poetry readings) where 
possible. Conscious of the effort and energy which have gone recently 
into the creation of a women's studies methodology, I want to preserve 
it, duplicate it somehow, for the external student — the student I persist 
in seeing as ‘underprivileged’ by isolation; ‘shut out’ from the circle of 
learning carefully set up and fostered in internal classes. 

Induction into this ‘circle of learning’ is itself time consuming. 
Women’s studies begins with intensive group establishment techniques, 
as we relearn techniques of listening, trusting our own and others’ 
opinions, building confidence in present skills of insight, elaboration, 
analysis, and presentation, before improving them; then applying all of 
these to the business of what Adrienne Rich (1972) calls RE/VISION: 
the redefinition of the conventional codes of knowledge which are called 
— itself a problematic concept — ‘academic disciplines’. 

Worse, and yet another explanation of the ferocity of my defence of 
it, the creation of this methodology and its introduction into the 
educational institution have been acrimonious. (It is a truism among 
women’s studies academics that the establishment of coursework, and 
especially of complete programmes such as those in SACAE, receives 
strongest opposition from academic colleagues.) 

What is hard-won is precious: external studies has me on the 
defensive, worried by the concretization of the written word, the 


standardization of student learning inevitable even 


in open-ended 
‘guidance questions’, 


the ‘telling’ required by time constraints when 
reading dominates; the guilty tendency towards the ‘oracular’ in my role 


as organizer and selector of the Study Guides and Readers. My defensive 
anticipation has led me to ‘open’ the ‘Women Writers’ external unit as 
far as possible. Structurally the parallel with the unit’s aim has been 
helpful. In ‘Women Writers’ we retrace the evolution of women’s poetry 
and prose narrative from 1500, relocating ‘lost’ authors and texts, 
examining critically the ‘accepted’ valuations of women’s writing, and 
seeking patterns of ‘difference’ in theme or style, which might suggest 
the existence of a female tradition. To design learning strategies which 


28 


The Liberation of Distance 


close off such a vastly open critical revisionism would be self-defeating: 
opinion here has to be produced, not consumed (in Barthes’ terms 
‘scriptible’, not ‘lisible’). Even newly emergent ‘authorities’ of feminist 
literary studies (Ellen Moers, Elaine Showalter, Dale Spender, Annis 
Pratt, Mary Ellman, Mary Jacobus) are careful, as was Virginia Woolf, 
fifty years before, to display the processes of their own revisionist 
judgments. I can suggest but not command activities, offer but not 
insist, and trust that the ‘overprovision’ of readings and activities I offer 
to prevent compulsion will democratize rather than daunt. 

Add to this the comparative (again, hard-won) ‘opening’ of 
admission into a Graduate Diploma in Women’s Studies course, which 
means that, although students have equivalent undergraduate degree 
status, their backgrounds are highly diverse: education, fine arts, social 
sciences, law, religion, medicine, public administration, business, 
languages, sports and recreation, media, science and technology, 
commerce, defence training. Women studying ‘Women Writers’ with 
me can have any level of background in literary study, from primary 
school to postdoctoral, including students from non-English cultural 
backgrounds. Students gain from the course by establishing their own 
level, and extending down the line of their own potential and needs — a 
system which happily strings with other design parameters. 

So far so good: within my external as within my internal women’s 
studies units I have to some degree at least created and preserved a 
feminist integrity. I provide the right to choose; to fit and test ideas 
against the self; to practise within a field of support: the speech of fellow 
students, or the writings of other thinkers. I pride myself that ingenuity 
and the strength of women’s studies practice has resisted a pull into 
formalization and built a successful “women s studies external’ practice. 
With a constantly vigilant eye, subtle applications of the new contact 
technologies (teleconferencing, video exchange) and careful evaluation, I 
can approximate external study more and more closely to internal — 


spread the links wider, but maintain the learning circle. > 
But as I look again at the student letters to China, and try to 
a 


summarize what is ‘different’ about them, doubts begin. First, the letters 
have arrived noticeably earlier than the usual ‘initial puis! of ames 
students. Partly this 1s because | normally telephone pine ee Sa 
the first week, but this 1s not entirely the distinction. This sce vee n 
is never the most comfortable of contacts. Although stuaenr ae ; see 
by stating how much happier they feel about ane ae e : eit 
direction of it, initial responses are for the most part nerv ous and tens Fe 
who isn't, when ‘teacher’ phones? Is it only time constraint bole y 
leaves follow-up written contact, this time student initiated, unt! 
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several weeks later? Secondly, the China letters produce a markedly more 
spontaneous and enthusiastic tone. Students appear to find me ‘real’ — a 
person to be chatted to; someone involved in her own projects, so liable 
to be sympathetically interested in theirs; not just an institutional title, 
but a personality. I feel ‘rehumanized’, and learn more, and more 
quickly, about my students than ever before, even in comparison with 
internal students. Thirdly, there is an unprecedented clarity and focus on 
the student's need to decide between the demands of women’s studies and 
the demands of the ‘Graduate Diploma’. ‘Women Writers’ uses the 
traditional tools of literary study: set literary texts (from the canon and 
from the ‘reprint’ shelves of feminist publishers); critical evaluations 
(conventional and feminist); historical and biographical backgrounding; 
discussion and application of key theories; but above all personal 
evaluation and commentary on texts. 

All literature study walks in tension down the line of received 
judgment and personal opinion, feminist literary study more than most, 
since it has to accommodate its anger at much of the received judgment, 
and forge new critical frameworks for the personal view. By placing these 
processes inside the structures of an award course, inside the require- 
ments of a competitive educational institution, women’s studies 
endangers its revisionist freedom — a problem for the discipline itself, 
and for every student who battles to come to terms simultaneously with 
self-direction and valuing of her own opinion, and the traditional 
requirements of assessment. Aware of this dilemma, I design for 
optimum choice, with a study program provided but not enforced, and a 
contract assessment scheme. However, the tensions remain. My carefully 
arranged structures, my careful/conscious discourse, may open opportun- 
ity, permit self-selection, even direction. But this is after all an 
accredited award in a tertiary institution, and students are rightly 
suspicious. Where are the ‘traps’? the exams? the standards? the objective 
scales? the comparative grading? the academic requirements? the 
‘intellectual rigour’? where is the ‘discipline’ of this discipline? 

For the students confronted by a teacher who has run away to China 
there is an added dilemma: paradoxically they have chosen to see me as 
‘closer’: someone to whom they reveal their worst fears about themselves 
and their study. They are solving their problem for me: I can now pass 
the power of self-direction explicitly back to them, since they have 
expressed their disbelief in it so openly. 

In the meantime, I am left with two further problems. First, my 
view of myself as a women’s studies teacher: liberal, open, negotiating, 
non-directive, cooperating, has just split into paradox, and revealed itself 
as fraudulent. I am the authority who says ‘there is no authority’. How 
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can I be taken seriously? Secondly, why is all of this happening with such 
intensity in this particular context? 


Back in Xi'an, Jackie Cook was fighting her way at least twice weekly 
onto the No. 3 public bus, to redeem at the local vegetable market Post 
Office the fragile receipts which kept arriving at her university 
work-unit, to tell her that a package had arrived from Australia. Five 
days out from Adelaide, the Chinese Post Office was witness to the 
receipt of audiotapes, videos, written and visual material in far greater 
bulk and diversity than “Women Writers’ had ever before elicited from 
its students. Projects presented included two-hour verbal ‘response’ 
tapes; original poetry and short stories; taped interviews with women 
writers; videotapes of TV adaptations of women’s narratives with 
accompanying commentaries; poster displays; programmes and evalua- 
tions of short community courses in women’s writing which students had 
organized; translations of non-English texts; bibliographies of Third 
World writing; written commentaries in every format, from word- 
processed essays to marginalia, to journals and diaries. 

Each Sunday a package of responses was sent from the main Post 
Office, while the Chinese postal staff had their own, not irrelevant, 
debate over the differences between ‘educational materials’ and ‘personal 
letters’, and the cost differentials involved. Procedures agreed with the 
external studies dispatch centre in Adelaide fell into disuse, as students 
increasingly wrote direct, and the regular ‘open letters’ sent through the 
Women's Studies Course Team were superseded by the regularity of 
individual contact. The student retention rate emerged as surprisingly 
high: the usual up-to-one-third dropout in what is largely a non-career 
and totally a non-compulsory course much improved. 

The activity level began to be noticed by Chinese students in Xi'an, 
and by foreign resident colleagues. There began to be enquiries about 
enrolments. The whole experiment was beginning to look dangerously 


like a success. 


What do these experiences mean within the frames of women’s studiesl distance 
education? 


When the intensity of the ‘difference’ of the China experience leads me to 
ask this question, I quickly see that, for all of my careful preparation of 
an ‘external package’ of a women’s studies course unit, lam still guilty of 
operating without a clear perspective as to the difference between internal 
and external study. Worse, as an Australian academic, presumably 
advantaged by the dual internal/external role, who has experienced even 
the simultaneous internal/external teaching of the same unit, I am 
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overwhelmed by my anxiety to produce a ‘sameness’ of experience for two groups of 
‘my’ students. This is me, a women’s studies lecturer, capable of speaking 
passionately in public over the need for self-direction, open-ended 
learning, group decision-making, insisting that ‘I know best.’ Worse, 
when confronted by examples of students seizing those very opportuni- 
ties, producing work which I know to be good, I am confused by my 
initial analysis of the reasons. 

All of the reading I have done on external studies speaks of the need 
for closing the external/internal student ‘gap’, approximating the former 
study experience to the latter, a project with which I, in my enthusiasm 
for student contact techniques, have seemed to concur. Yet by going to 
China I have widened that gap, separating student and teacher 
geographically and culturally in a way probably more extreme than any 
other possible, short of leaving the planer. (Foreign residents and tourists 
still speak of going ‘in’ to China; our current and indeed age-old cultural 
fascination with it indicates the power of a cultural difference which even 
the least conscious of us acknowledge.) In separating myself, however, 
leaving myself at the mercy of a notoriously unreliable postal service, 
there has somehow been produced in the students the very self-directness 
and independence of thought which I have always wanted. 

Note at this stage the passive mode and lapse from my usual cavalier 
use of the possessive pronoun. ‘I’ in China perceive myself as too far away 
to be affecting all of this. How can it be that ‘I’ have passed my centring 
status to all of those other ‘I’s who are co-respondents? ‘I’ (the one my 
third person narrative refers to as ‘Jackie Cook’) knew the truth of this, as 
had all of those students with their week-one-of-semester letters. But this 
is experiential knowledge — impressionistic, intuitive. How do I 
redirect that into design, to duplicate in future teaching? How do I 
explain it, in terms of conventional knowledge w 
for women’s studies? external studies? SACAE? 
elaborate the experience 
Distance education, 


hich is called ‘theory’, 
the future? When I try to 
into a coherent statement, it seems paradoxical. 
as I encounter it, seems to be heading in one 
direction (greater student contact): women’s studies in 


another (greater 
student autonomy). 


Yet by giving less contact I have created more 
autonomy. (‘Let them alone/And they will come home. . . =) 


What was it I had done? 


(My monitoring mind has just lost the battle to maintain a separation of 
narrative and analysis: as the two merge, the first person of agency and 
the past tense of mythology have forced a marria 


ge. It is still myself I am 
trying to convince.) 
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Unaware of any existing analyses or models of distance education to 
frame a response around, I moved laterally, and discovered Roland 
Barthes (1982), experiencing the same ‘unframed’ field — in photo- 
graphy. 

Like distance education, photography has a quite lengthy and 
healthy existence in most societies; yet, while it has an obvious history 
which can be studied, that study seems unable to answer the question, 
what is photography? As with international publications on distance 
education, photography texts give examples of the hundreds of variant 
possibilities, but no examination of what a photograph żs or does or might 
do. Similarly, the discussion displaces sideways — and in the same 
direction — into the technical. Hardware is concrete — here we are safe. 
Books proliferate on cameras and ‘how to’. But what és a photograph? 
What is distance education? 

Barthes evolves the following structural frame to describe photo- 
graphy: 

There SCENES of which PHOTOGRAPHS taken PHOTOGRAPHER ne VIEWER 
bya ooke: 


exist we make 
at bya 


Barthes calls these: 
SPECTACLE SPECTRUM OPERATOR SPECTATOR 


The keys to his system are two-fold: the reintegration of the viewer, 
without whom a photograph has no being (for what is its point, locked 
up in an album?), and, more important still, the separation of spectacle 
and spectrum, and the dissolution of the old, naive idea that a photograph 
somehow ‘is’ what it shows — the ‘slice of reality’ theory of the camera’s 
‘eye’. A spectrum is clearly what Barthes calls elsewhere a laminate ta 
highly selected, meaning invested, ‘choice’ of point-of-view (both 
operator's and spectator’s); value-laden, culturally heavy. These seemed 
not unlike the keys 1 was seeking to a distance education system’, as I 
sought to unravel the relationship between the ‘discipline’, the student, 


the institution, the teacher. 
I add to the Barthes’ syst 
DISCIPLINE operator INSTITUTION spectator STUDENTS 


em a grouping for distance education: 


the SOCIETY spectrum T 
spectacle is is the 
becomes 


; ; ER IENE vs me a clearer view of 
How is this helpful? In the first instance 1t allows 


where I as a teacher perceive myself/am perceived to be. 
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In normal circumstances, for internal or external students, the 
identification ‘teacher/institution’ is strongly held. Internal students 
have a high degree of institutional regulation of their behaviour and 
expectations. The institution's ‘requirements’ are quickly passed on and 
assimilated into student behaviours and values, whether consciously or 
unconsciously. Formal consultation (discussion of ‘models’, practical and 
demonstration classes, reading of ‘style manuals’) or emulation (staff role 
modelling, peer-group pressure) combine to produce the individual, ‘the 
student’. Toa greater or lesser degree, according to my own ‘institutional 
socialization’ and/or politico-educational perspectives, I accede and 
contribute to this process. 

As ‘teacher’, I am also observably a part of the institution. My 
statements, actions, expectations are moderated by those around me: | 
can easily generate surprise, even shock, by reacting otherwise than 
according to institutional ‘norms’. 

For the external student the situation is more problematic. More 
than 60 per cent of my external students never see the institution in 
which they study. Their teacher, however, remains ‘within the 
institution’, telephonable, academically titled, listed with full creden- 


tials in its handbooks, and presumably regulated by its collective 
behaviour. 


This seems comfortable enough, but it ignores two issues: 


1 When a teacher is not only geographically but culturally separated from 
the institution, what happens? 
This is presumably a rare event — attractive as the idea is of 
transferring all coursework onto the external mode and working 
thereafter from a hotel room in Bali, I am unlikely to be so 
‘external’ again. But the experience was significant — why? 


The second issue involves the role of ‘the student’ — that being 
we now see as ‘socialized’ into the role of institutional ‘receptor’. 
The values/expectations/behaviours that ‘the student’ brings to 
study, and especially to external study, are equivalent to those 
the ‘spectator’ brings to the photograph: that is, not passive 
‘reception’ at all, but socialized/enculturated expectation. 


For the external student that ‘expectation’ is not generated by their 
current study, but by previous encounters. The external student's contact 
with ‘the institution’ is tenuous: unless the expectations and behaviours 
are clear in the study guide materials, and possibly even then those of 
previous institutionalized study will be applied — appropriate or 
otherwise. Therein lies the problem for women’s studies, generating a 
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feminist revisionist theory and methodology. 
To build my formula one step further: 


SOCIETY DISCIPLINE INSTITUTION STUDENTS 
Western culture women’s studies SACAE women graduates 
is is is are 
patriarchal women-centred male-defined/dominated female, with 
previous male- 
dominated 
education 


Women’s studies students, internal or external, themselves living 
and working within male-oriented systems for the most part, express a 
delight in and enthusiasm for the ideas and study techniques of women’s 
studies, which enable them to see and to revalue female dimensions of 
their society, and of themselves, ‘closed off by traditional perceptions. 
Simultaneously, these same students face the problems of reintegrating 
this ‘new view’ into their lives, careers, philosophies. (Women’s studies 
is political: it expects this reintegration to occur, at least ultimately. ) 

More clearly than in most cases, the integration problem is shared 
by the teacher, who is also caught in this concatenation of male-female- 
male-female. While she may find support from her students, and from the 
tenets and practice of her discipline, the women’s studies teacher rarely 
sits easily in the institution from which she teaches. Half-in and half-out 
of institutional respectability, her status is ambivalent — sufficiently so 
to be comparatively clarified for students by the unusual act of placing 
herself perceivably outside the institution (as I have mentioned, about as 


far outside as seems possible). we 
Women’s studies even, as I have attempted to show, in its external 


mode attempts interactive learning, where student and teacher move into 
a mutual relationship of learning. For the internal student this mutuality 
has also been signalled by some interesting ‘spontaneous’ developments 
which have shown up only later as significant, for example, the way in 
which women’s studies ‘internal’ classes have progressively moved 
off-campus, to run in venues ranging from health centres to libraries. 
Something of the symbolic quality of this ‘deinstitutionalization’ seems 
to have been communicated — unconsciously on my part — to the 
external students, as their lecturer moved so graphically outside the 
academy. As with the physical shift of internal students into non- 
academic teaching spaces, the lifting of what is perhaps an attitudinal 
barrier for the 1986 external students may have created a ‘free space’ into 
which their creativity and personal direction could move. In my 
‘chain-link’ formula one element splits away: ‘teacher’ splits from 
‘institution’ into the ambivalent female/male space of the student. 
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At this stage the experience is resolving into a theory which fits 
with the development of women’s studies itself, and so raises my final 
question for distance education. Progressively from 1950 to 1985 
feminist theory and practice have developed an autonomy, a self- 
definition, which are now creating, in some fields at last, recognition of 
their primacy in theory development. From de Beauvoir to Kristeva, 
feminist philosophies have moved from an initially reactive position: 
women as ‘other’, as secondary or even silenced; repressed, castrated, 
‘shut up in the sphere of the relative’, to the more recent French 
psychoanalytic/post-structuralist theories, which, providing their own 
integrity, locate themselves in play, in autonomy, in multiplicity, in 
plurality, in change, in self-definition, in ‘difference’. 

In parallel development, growing out of the consciousness raising 
sessions of the late 1960s women’s movement (themselves, ironically for 
me, influenced by the ‘self-criticism’ of the Chinese Great Proletarian 
Cultural Revolution), women’s studies has evolved a revisionist 
methodology of self-analysis/self-direction/group reflection/practical ap- 


plication. To return to the Barthes’ inspired model, and to seek your 
active participation: 


learning SOCIALLY defines DISCIPLINE modifies INSTITUTION giving STUDENT 


which useful and the the impetus 
is extends for 
the 
(CUT) (PASTE) 
REVOLVE 


By seemingly jumping off this ‘circle of learning’ I had paradoxically 


signalled the true extension of my teacher role: ‘I’ am everywhere/‘I’ am 
nowhere: 


Iam in society/it is in me 

Iam in the discipline/it is in me 
Tam in the institution/it makes me 
Tam a student/students teach me 

I am me/but also you 


By such an aberrant act as removing myself so dramatically from my 
institutional frame, I had signalled both my own power to self-direct, 
and the validity of my claims to accept self-direction in others. 
Yet it was ‘distance education’ which let me do this: 
education, with all of its pre-thought study ‘guides’, standardized 
pacing, written-not-spoken, desire to ‘contact’, with ‘control’ implicit 
. What had seemed to run counter to my group learning/hands-on 


distance 
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methodologies, had opened rather than closed possibilities: by dissociat- 
ing T from the institution Jackie Cook had empowered all the other T's 
into operation. 

It is now her/my worry that, in well intentioned efforts to ‘assist’ 
distance education students by introducing ‘the benefits’ of a wider range 
of institutional contacts, by ‘tightening’ (how we love the vocabulary of 
control!) the procedures, we may lock students in to processes and points 
of view not necessarily the best for learning. 

I am interested in seeing from practitioners in the distance 
education field more and more analysis of the student perception and 
reaction to our teaching and contact procedures. In 1987 I have taught 
the ‘Women Writers’ course again in the external mode, with myself ‘on 
deck’ in the conventional way — telephonable, visitable, in much closer 
institutional contact than in 1986. The result has been markedly /ess 
student initiated contact, and a more conventional range of contracted 
assessment styles. 

When we say ‘contact’, what do we mean? ‘Contact’ with what? 
And for what purpose? Our efforts may be motivated by the most 
But do we really see or understand the 


excellent, humane concerns. ‘ lerst 
t' and control in our institutions, 


subtleties of connection between ‘contac 
our students, ourselves? 
Are my experiences 
China, exceptional, or do 
relationship between society, 
dent, which are important for us all? Is there 


with women’s studies students, taught from 
they contain insights into the subtlety of 
discipline, institution, teacher and stu- 
liberation in distance? 
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Chapter 4 


Personal Reflections in an Introductory 
Sociology Course 


Daryl Nation 


My purpose is to offer some reflections upon the personal reflections which I 
have built into the teaching texts for an introductory sociology course. 
Unlike ‘in-text questions’, ‘statements of objectives’, ‘advance organizers’ 
and ‘lists of key concepts’, personal reflections are not conventional 
pedagogical devices for teaching texts used in distance education. 
Indeed, I am unaware of any other distance teachers who use anything 
remotely like them. 

What, then, are these personal reflections? Despite my authorship 
of them, I find it difficult to describe them. Despite my satisfaction with 
them as a teaching strategy, I find it difficult to ask you to begin this 
journey of exploration by asking you to consider an example. Here in a 
‘real book’, outside the context of my course, without all my audiovisual 
tricks and without my authority as a teacher (you don't have to read this, 
or do you?), I have lost my nerve (no, I'm catering for individual 
differences). You can choose your own intellectual adventure. 


Three Choices 


If you are inclined not to take teachers (authors?) at their word and/or you 
have a sense of adventure and/or you like to begin at the beginning, you 
should turn to ‘Some More Personal Reflections’ (p.46). If you are 
inclined to follow authority and/or need some assistance to find the 
beginning and/or are wondering if you should keep reading, you should 
turn to the boxed section below which contains a summary of ‘Some More 
Personal Reflections’. If you are considering the third possible choice, 
please don’t. 
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were the reactions ? After using them for four years, 
how satisfied am I with them? 
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curriculum was structured to allow students to study, in the earlier 
sections of the course, aspects of social life with which they were likely to 
be familiar. 

The earlier sections of the course dealt with a basic outline of the 
sociological approach and three areas of social life: families, schooling and 
work. For these sections we were fortunate in being able to set the book 
Making the Difference, which is an exceptionally clearly written research 
report dealing with these issues (Connell ef a/., 1982). These sections 
were followed by a study of the life-cycle in society, which focused upon 
the social influences along the journey from the cradle to the grave. This 
curriculum structure is very common in introductory sociology courses 
and fits with the approach adopted in many of the textbooks. 

I cannot be sure of the origins of the personal reflections. I can recall 
thinking about strategies which would support the curriculum structure 
outlined above. I recall thinking in terms of comparisons with 
conventional teaching. Certainly my own tutorials had always involved 
both me and my students actively relating our experiences to relevant 
sociological concepts, theory and data. My lectures had also included 
such observations. Most pertinent of all has been a ‘teacher-training’ 
which forces/allows me to look at a teaching problem in terms of the 
content-method dichotomy. Once you know what needs to be taught, it 
is a matter of searching the available resources to come up with 
appropriate means. Given that print is the major vehicle of our distance 
education programme, I had to adapt this text-form. I am sure that a few 
pages of Basil Bernstein's prose were influential. How? 

Throughout the 1970s I had taught a series of courses relating to 
the sociology of education. Most of the students were either aspiring or 
practising teachers. Aspiring and practising teachers are very difficult 
for an ‘academic sociologist’ to teach! ‘Relevance’ is their watchword. 
They want knowledge and skills they can ‘use in the classroom’, As a 
rule they find it difficult to see any practical significance in theoretical 
knowledge. 

Bernstein's work, which related language use to social background, 
was centrally important in the sociology of education in the 1970s. The 
details of this work need not detain us; what is important is the 
complexity with which his ideas were expressed. My students found 
Bernstein's writing very difficult to follow, and most relied upon 
textbook digestions of his ideas. I was constantly searching for strategies 
to get the students involved with the original work. One possibility 
manifested itself one evening as I read the introduction to the first 
volume of his collected papers (Bernstein, 1974, pp.1-20). Here he 
offered ‘a personal history which bears upon the development of the 
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guiding ideas’ of his work (Bernstein, 1974, p.2). He provided details of 
his work as a welfare worker in L 


training. He offered great d 
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which the authors then discussed in terms of sociological concepts and 
theory. The authors were interpreting the research subjects’ accounts of 
their travels through family life, schooling and work. As a complement 
to Making the Difference, almost 90 per cent of our external students were 
able to see a television documentary, Twenty-One, at our first weekend 
school. Twenty-One took fourteen English boys and girls from working- 
class, middle-class and upper-class backgrounds and interviewed them at 
the ages of 7, 14 and 21. It concentrates on how their social background 
influences their schooling, their future occupations and their family 
lives. Thus our students have yet another set of experiences which they 
can compare with their own. 

One aim of the autobiographical assignment is to teach students to 
be objective about their subjective social experiences. It helps them come 
to grips with the conventional social scientific techniques of ‘standing 
back from the data’ and developing explanations of them which have 
their bases in ‘relevant theory’. In the earlier sections of the course 
students come to grips with considerable ‘textbook sociological theory’. 
We also ask them to study extracts from C. Wright Mills’ The Sociological 


Imagination. Mills’ perspective suggests: 


The facts of contemporary history are also facts about the success 
and the failure of individual men and women. When a society is 
industrialized, a peasant becomes a worker; a feudal lord is 
liquidated or becomes a businessman. When classes rise or fall, a 
man is employed or unemployed; when the rate of investment 
goes up or down, a man takes new heart or goes broke. When 
wars happen, an insurance salesman becomes a rocket launcher; a 
store clerk, a radar man; a wife lives alone; a child grows up 
without a father. Neither the life of an individual nor the history 
of a society can be understood without understanding both... . 
The sociological imagination enables its possessor to understand 
the larger historical scene in terms of its meaning for the inner 
life and the external career of a variety of individuals... . We 
have come to know that every individual lives, from one 
generation to the next, in some society; that he lives out a 
biography, and that he lives it out within some historical 
sequence. By the fact of his living he contributes, however 
minutely, to the shaping of his society and to the course of its 
history, even as he is made by society and by its historical push 
and shove. . . . (Mills, 1970, pp. 17-19) 


Mills’ theory offers an ideal complement to that used in Making the 
Difference. Viewed in this context, my personal reflections are designed to 
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1987a,1987b). Another source of students’ responses is their attempts at 
the first assignment. One clear message comes from this source: students 
have been assisted in the expression of their relevant social experiences, 
without falling into the picfall of overemphasis upon subjectivity. Had 
this occurred, I would have regarded the reflections as more than a 
failure, indeed, as counterproductive. 

While not all students believed that the reflections had helped them 
to make the links between their own experiences and ‘the sociology’, 
most did. Indeed, many were emphatic in their recognition of the value 
of the reflections in this regard. Another clear message from the research 
is that the reflections make the distant teacher ‘more human’. By this 
they mean that they feel they know something about their teacher's 
personality and background. The common desire of students to know 
these simple things is satisfied. For many this is of great educational 
value. I am not sure whether I was trying tO achieve this with the 
reflections or not. As I have said in another paper, this was certainly my 
motive in the audio-tapes and in the use of a ‘conversational style’ 
elsewhere in the teaching texts, My motive being to engender in students 


a feeling that they could approach their teachers, especially by telephone 
(Nation, 1985). It appears that the reflectio 


ns have complemented these 
Strategies. 

In writing the reflections I had anticipated one problem, the 
possibility of me being regarded as an ‘ego-tripper’. This was something 
which I addressed very directly in the writing stage. Thankfully, 
students do not seem to have perceived the exercise in this way. One 
likely reason for this was the constant attempt to keep the reflections 


relevant to the topics at hand. . 
I will be using this technique in my future courses. It appears to be 


Particularly appropriate in contexts where the students are expected to 
offer their experiences, and all of my courses have this component. | am 
puzzled why none of my immediate colleagues has adopted their own 
version of this teaching strategy. Indeed, I find it difficult to talk to 
them about it. The issue seems tO revolve around the ‘confidentiality’ of 
classroom discourse mentioned above. This reflection is addressed to 
those others in the distance education world, who may be interested in 


using personal reflections in their teaching texts. 


An Example 


Did you take the long or the short route? A slightly edited version of the 
second personal reflections piece from the teaching texts of the 
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introductory sociology course appears below. It and its predecessor relate 
to the topics which occupy students for the first eight weeks of the 
course: schooling, family life, gender relations and class divisions in 
society. 


Some More Personal Reflections 


The following remarks are meant to be read in conjunction with 
my previous personal reflections upon families, schooling, work 
and gender, which you will have considered in Section II (Book 
l: 21-23). That earlier discussion was offered from the 
perspective of a masculine-child-student; the present discussion 
has been written from the perspective of a masculine-teacher- 
parent. You should use this discussion as a stimulus to a further 
consideration of your own autobiographical deliberations upon 
gender, schooling, families and work. 

Three significant events in my life occurred in 1968: I took 
up my first teaching appointment, I got married and our first son 
was born. Full adult responsibility arrived with a rush! 

Things were going very well for me as 1967 drew to its 
close: I had been in love for over a year; and I had just completed 
a successful year of studies, which had certified me as a secondary 
school teacher of geography and history. My career ambitions had 
already moved beyond being ‘merely a successful classroom 
teacher’. I felt that I would one day be able to teach teachers, or, 
at worst, become some form of respected educational administra- 
tor or adviser. Consequently, there were two reasons why I 
wanted to obtain a teaching position in Melbourne: my girlfriend 
would be working there in the fashion industry, and I intended 
to further my university studies, 

Even during the ‘teacher shortages’ of the late sixties it was 
difficult for first year teachers to get appointments in Melbourne. 
According to rumour, there were only two ways one could be 
guaranteed an appointment in a metropolitan school: to be a 
woman who was married to a man working in Melbourne, or to 
be a man who played ‘League’ football. Despite my performance 
upon the MMPI (a personality test) neither of these options was 
open to me. Rumour suggested another possible, but riskier, 
course — one could apply for technical schools in the ‘western 
suburbs’, apparently there were many vacancies. I had also heard 
that there were some interesting jobs teaching senior students in 
the technical colleges; a geographer/historian would be able to 
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teach ‘social science’ to budding engineers, accountants and 
applied scientists. Armed with this knowledge my strategy was 
to apply for metropolitan technical colleges, metropolitan 
technical schools, and high schools in Gippsland, in that order of 
preference. The Education Department sent me to the technical 
college in my home-town in the Latrobe Valley! 

After some reflection, I was not unhappy about the 
prospects of the appointment, anyway there was nothing I could 
do about it, as I had signed a contract with the Education 
Department to accept any position they chose to offer to me. 
However, my girlfriend and I were quite distressed at the likely 
effects of our 80 mile separation during the week, and I was 
rather unsure about the real nature of technical education. 
Within an hour of receiving the offer I had telephoned the 
Principal, who wished to see me immediately. With my 
ambitions rekindled, and dressed rather casually, I drove to the 
college. 

The Principal received me with cool efficiency. I was soon 
informed that social studies had a rather humble place in 
technical education, and that I would be assigned to the junior 
I found that two new teachers with university 
qualifications in mathematics were assigned to the senior school.) 
As a parting remark the principal suggested that I should get a 
haircut and turn up for the first day of school with a tie on. 

One of his old college lecturers had told him, he recalled, 
that teachers should dress and act inconspicuously. This advice 
was rather at odds with my limited classroom experience which 
had confirmed the utility of showmanship. The fiery little man 
who was ‘headmaster’ in charge of the secondary school had also 
vice — he was loud, conspicuous and engaging. 
welcome, perhaps because the school was short 
ers; but he could not make me feel entirely at 


school. (Later, 


neglected this ad 
He made me very 
of humanities teach 


home. 
There was much which was alien to me in the technical 


school. The fundamental difference between this school and those 
which I had been involved in before was related to the place of 
in the curriculum. The school was oriented towards 
for skilled trades, engineering and applied 
science; except for the humanities teachers and a few of the 
mathematics teachers, all of the staff had experienced some form 
of ‘industrial experience’. Indeed, many of the ‘tradies’ (as they 
liked to be called) had worked for more than ten years as 


‘industry’ 
training young men 


Critical Reflections on Distance Education 


48 


carpenters, plumbers, jewellers, fitters and so on. The ‘cultural 
balance’ between the sciences and the humanities, which existed 
in ‘academic’ secondary schools and the universities, was loaded 
heavily in favour of a peculiar version of the scientific approach. 
Other distinguishing characteristics were: the preponderance of 
students from working class families; strict discipline, which was 
based upon the strap; small classes (called sections) for science 
and workshop subjects, which were doubled-up for other subjects 
(namely English and social studies); rigid Streaming based on 
ability in maths and science; and a significant number of students 
who were uninterested in schooling. 

An illustrative example of my naive alienation is demons- 
trated by my experience of taking an ‘extra’ class in art in my first 
weeks at the school. Since the school was one teacher short in art 


class. The instructions from the Head of the Art Department 
soon confounded my stereotypical visions of creative art. My job 
would be to supervise the cl 
check the following: each student would sit in a numbered seat, 
according to a set plan which I was given; I would check each 
student's bench before and after the work period for any marks, 
etc.; I was to prevent any boy without an apron from working 
and then belt him; I was to collect students’ money for art 
supplies, those without money were to be belted. This was 
industrial art! Before experiencing it, I had thought such 
activities would be confined to Prisons and Dickens 

Like most inexperienced teachers 
related to classroom discipline and 
interest in social studies. My stra 
problem rested upon the dev. 


» My major problems were 
maintaining the students’ 


1 in producing well 
illustrated note-books than 1n grappling with the questions posed 


d into the dull 
textbooks. Eventually I realized that plagiaris 


nothing. Therapeutic talks, humour and other 
nistic’ social control just did 
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to resort to the belt to deal with disruptive students. The few 
really satisfactory learning experiences which occurred seemed to 
be accidental; such as the project on motor cars and society which 
grew out of my observation that most students ‘hawk-eyed’ all 
cars which passed by the school. [The fantasy car of the time was 
the Monaro, which turned out to be the foundation of Mad Max's 
(The Road Warrior) customized death wagon.]} By Easter I had 
accepted what should have been self-evident much earlier: the 
curriculum and our resource materials were only of marginal 
relevance to the present and future lives of working class 
adolescents. I needed my own fantasies to keep me going, as I 
was already hoping I could pick up a position in a high school in 
the following year, and I was searching for some students who 
wanted to learn what I could teach. My prayers seemed to be 
answered when the Headmaster told me that he had recom- 
mended me for a job in the senior school teaching an evening 
class of diploma students. 

The students in the evening class were enrolled in the first 


year of a four year diploma course which would train them to be 


accountants. This level of study is equivalent to what is now 


called the TOP (Tertiary Orientation Programme) and is taught 
in TAFE colleges. I was to teach these students Social Studies. 
The college authorities gave me a course outline, a room, a class 
time (6.00-9.00 p.m.), and assumed that I was competent to 
take things from there. The course seemed interesting enough, it 
was based upon the contemporary HSC Social Studies syllabus 
and involved a study of Australian political institutions and 
foreign affairs. There were eight students, all men, seven of 
whom had come from technical, high and private schools, in the 
Latrobe Valley; one student, who had been a contemporary of 
mine at secondary school, had returned to study after four years’ 
work as a clerk. 

There was a sharp contrast in the approach to schooling of 
my day and evening students. ‘Discipline problems’ were 
non-existent in the evening class. Indeed, the business studies 
students had a contractual approach to learning: I was to supply 
knowledge and they would supply the attempt to understand it 
— the volume of the latter was dependent upon the volume of 
the former. Despite their cooperation and earnest studentship the 
evening class still posed a rather fundamental intellectual 
problem: their interest in politics and its academic study was not 
genuine. However, their compliance with organized schooling 
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gave me a good start in my quest to give them a real interest. 

The evening class were quite happy for me to indulge myself 
intellectually and pedagogically. I used to tape-record ABC radio 
public affairs programs, which were relevant to the course, and 
we would listen to these in class and discuss them. The students 
were asked to prepare and present ‘papers’, which were also 
tape-recorded; we discussed and analysed each student’s presenta- 
tion not just for its ‘content’, but also for its ‘manner of 
presentation’. I used to play them recordings of parliamentary 
speeches by good performers like Fred Daly, Gordon Bryant and 
Gough Whitlam, unfortunately Bob Menzies had retired. I can 
even remember kidding them and myself that I would treat them 
to a ‘series of lectures’, I cannot even recall the topic. It was no 
Oxbridge common room, but we had great fun and the standard 
of their ‘assessed work’ was very good. I am not sure that they 
became deeply interested in politics; I am sure that they will be 
better accountants for the experience. They did attempt to teach 
me that academic social science has a more humble place in 
society than its practitioners believe: it is a lesson which I have 
never learned. 

After re-reading the above discussion I can see that my 
opening remarks were somewhat misleading: I have emphasized 
my early teaching experiences, said little directly about ‘mascu- 
linity’ and almost nothing about my family life. I intend to 
redress this balance in my ‘personal reflections’ in the next section 
which deals with gender and generation. In closing I would 
merely add that late in the year which I have just been discussing 
(1968), I was offered positions at a high school in outer 
metropolitan Melbourne and in the senior technical college where 
I had worked as a part-timer. I accepted the tech. college 


position. My son currently attends a technical school, and I am a 
member of a technical school council. 
experience with technical education, but I 
experiences in technical schools 
and my identity, 
below. 


I have enjoyed my 
am still an alien. My 
have shaped my working career 
as will be revealed (partially) in the discussion 


Sociology and the Personal. It is time to clarify the place which my 


ourse. You will not learn a 
understanding of aspects of 
aphy. However, experience 
d sociological subject matter 
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and the sociological perspective if they can address these in terms 
of their own personal experience. Consequently, my personal 
reflections are put forward to provide you with a basis for 
thinking about similar social experiences of your own. The 
autobiographical exercises in the early sections of the course are 
designed to foster these skills. But, to understand sociology we 
have to go beyond the personal social experiences of a few 
individuals. Sociologists attempt to study the collective social 
experience of many individuals. From a sociological perspective 
we must understand biographies in the sense that C. Wright 
Mills has expressed. As Making the Difference demonstrates, 
sociologists are interested in how individuals construct their 
biographies within institutions like families, schools, classes and 
neighbourhoods. So while my revealed social experiences and 
your own reflections upon your social experiences are not in 
themselves sociology, they will give you a useful intellectual 
pathway into the lives of others as they are reflected in 
sociologists’ data. 

Personal experiences can 
scientific investigation, 


often serve as starting-points for social 
and my experiences in technical educa- 


tion provided the beginnings of the research project which 
eventually became the topic for my masters thesis. This is 
revealed by the introduction to a preliminary essay in this project 
which was written in 1970 and is printed below. 


When I was eleven and in sixth grade I had to decide 
whether to go next year CO the ‘high’ or the ‘tech’ school. 
As my father was a retailer and I was ‘smart’ I went to the 
high school. But when I was twenty-one, and finished a 
university course, the Victorian Education Department 


sent me toa ‘tech’, as a teacher. 


have confronted two educational 


As a result of this I 
worlds which are in many ways quite different. For three 


years I wondered. Why is this so? 


To find the answers to this question, like so many others 
which concern the present, we must turn to the past. I 
did. The results of my explorations have created the 
discussions in future chapters. | believe these explorations 
and analyses have answered, to a large degree, the 
question posed. However, my journey through the 
records has made me aware of a much grander theme: the 
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attempt to realize a vision. At the turn of the century 
there was no state post-primary system of education in 
Victoria. In 1902 Frank Tate was appointed Director of 
Education. The politicians and the ideological climate of 
the time had written his charter. One of his tasks was to 
build a state post-primary system of schools to cater for 
the needs for vocational training of the lower classes. But 
Tate had a vision of a much grander scheme: a ‘national 
system’ of education; state post-primary schools to cater 
for all. 


We shall see now how this vision, which became ever 
sharper and clearer to Tate and his supporters, became 
blurred and bastardized as countervailing forces resisted 
its translation into educational policy and practice. 


In this project I was concerned with tracing the nature of 
the structure of state secondary schooling which was developed in 
Victoria in the twentieth century. Conveniently, this study has 
provided me with a good deal of the knowledge required in the 
writing of the succeeding discussion which deals with structure 
of the education system in Australia. 


Some Further Reflections 


At the contributors’ seminar there was general acceptance of the draft 
which I presented. It was very much as it appears above. In fact I was 
counselled to make only one change: to delete a reference to the summary 
of ‘Some More Personal Reflections’, which appeared near the beginning. 
I had referred to it as a ‘readers’ digest’ version of the ‘real thing’. This 
was regarded as a patronizing remark which could be seen as a slur upon 
both an important literary institution and some of my readers. My plea 
that The Reader's Digest was a major source of ideas and comment for me 
in my youth was not accepted as a defence. Consequently I felt obliged to 
initiate the changes which now constitute the text. 

As I told my fellow contributors, I had always been worried about 
the ‘problem’ of bringing the personal reflections to the readers’ 
attention. I had never deviated from the course which would require an 
example to appear in full in this chapter. But where best to put it? In the 
earlier drafts I had it at the beginning. Colleagues had convinced me that 
this would ‘turn off my readers. ‘Don’t forget they’re academics!’ A 
compromise was struck between a summary near the start (to give them 
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some idea of the nature of the reflections) and a complete example as an 
appendix. 

The ‘readers’ digest’ reference came from my attempt to put into 
words an invitation to readers that they had a choice: they could begin 
with a summary of the text under critical review or with the real thing. 
Thus to conform with my colleagues’ suggestions I had to invent a new 
device for this purpose. The solution came from two sources: 
instructional design and children’s story books. (Maybe they are a single 
source.) One of our children used to get me to read him Choose Your Own 
Adventure Books. These operated on a principle common in instructional 
design called branching programming. At key points in the story readers 
are confronted with choices (created by the author), their selection from 
the alternatives takes their adventure in different directions. You get four 
stories for the price of one. I could only offer you two, but I hoped you 
liked your adventure. 

To make these changes I had to reread the draft. This allowed me to 


oblems which needed attention. There was one glaring 


see all sorts of pr 
factual error: I had neglected to refer to two books which have been just 
work. (I think they only 


as influential in my endeavours as Bernstein's 
came to mind because I had been using them recently in another course. 
Ah, well, I did mention subliminal influences.) The books in question 


are: Bell and Encel’s (1978) I»side the Whale and Bell and Newby’s (1977) 


Doing Sociological Research. Both contain a series of reflections from 
sociologists which relate to research projects they have undertaken. Each 


contribution follows a format: some personal background, an outline of 
some details of sociological influences and the 


the project under review, 
h of the sociologists reflects upon “how it 


connective tissue in which eac 
happened for them’. 

I had used Inside the W 
research methods students for some 


Yhale and Doing Sociological Research with 
years before I wrote the introductory 


course. Those experiences demonstrated to me the value students see in 
getting behind the academic scenes. Particularly important was the effect 
upon them of reading about the relationships which personal experience 
have upon scientific research. The reflecting researchers had made many 
of Mills’ abstract points more concretely, more personally. For me the 
books themselves had made publishing about the influence of personal 
experiences upon social science legitimate; it did not just have to go on 
behind closed doors. The editors of these books were distinguished 


professors! 

Since I finished w 
Oakley, the English sociologist, 
biography, Taking It Like a Woman. 


riting the texts for the introductory course Ann 
has published her sociological auto- 
This book shares much with 


an 
a 


Critical Reflections on Distance Education 


Lazarre’s work. It adds further ‘legitimacy’ to my own efforts, but more 
importantly as a text it demonstrates that travelling between objectivity 
and subjectivity is valuable in sociology. I am confident that more 
sociologists will publish comparable work. Also I have to retract 
(partially) my observation that my colleagues have not been interested in 
adopting their own versions of personal reflections; many have and they 
are doing it ‘their way’ — which is, of course, of vital importance. 

I hope you have noticed some stylistic changes which have crept in 
to this text following my post-contributors’ seminar reflections. (What 
am I going to call them? I have never had to write about them before. 
[Well,what have you been saying in conversation?}) This form of text, 
which includes internal dialogue using three ‘voices’, has come from the 
reflective processes regarding the personal reflections and from the 
influences of the ideas in two sources, an article by Gary Gillard (1981) 
and a book by Michael Mulkay (1985). 


vi 
A 


Chapter 5 


‘Is the University Awful?’: 
Political Activism and Consciousness Raising 
among External University Students 


Margaret Grace 


versity of Queensland campus September is 
the silly season. This 1s when the annual ritual of the Student Union 
elections is in full swing. The Union is a large organization representing 
18,000 students. As well as providing a forum for political debate, it is 
responsible for the management of many services including three 
refectories, a creche, a cinema and a legal service. A position on its 
executive offers opportunities tO exercise considerable power and gain 
valuable managerial experience. For two or three weeks the back rooms, 
corridors and stairways of the Union building buzz with activity. Deals 
are done and campaigns hatched. Lunchtime crowds in the refectories are 
regaled with a series of running skirmishes called policy speeches. 
Secretaries struggle under a mounting tide of paper and hysteria. 

There is usually one room in the Union building which can be relied 
upon to be relatively quiet, however, even in election week: the office of 
the External Students Committee — known as the ‘XSC’. While the 
student elections succeed in exciting only a fraction of the large 
on-campus student population, they fail almost entirely to engage the 
interest of the external students. Nevertheless, the XSC was an 
important part of the Union structure, because of the external students’ 
financial contribution through the compulsory Student Service Charge. 

External students of the University of Queensland are dispersed all 
over Australia, and even beyond its shores. Many of them never visit the 
campus or meet any of their fellows, because attendance is not 
compulsory. Since they are usually at least ten years older than their 
full-time counterparts on campus, it is understandable that they do not 
feel much sense of affiliation to the Student Union, which provides a 
traditional youthful undergraduate political forum. In these circum- 


For some people on the Uni 
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stances the existence of a viable organization of external students, such as 
the XSC, within the Union framework would seem to be a fairly unlikely 
occurrence. That such an organization arose and survived for over a 
decade is something to celebrate. 

This chapter describes the politicization of external students at the 
University of Queensland during the period 1975-1985. It is about the 
establishment of a student initiated political lobby and support system 
and its successful integration into both the Union and the University 
structures. It discusses an attempt at consciousness raising which was 
founded on the innovative vision, energy and commitment of the 
students who were involved. 

The successful establishment of the XSC at Queensland University 
in 1976-1977 can be attributed to the coincidence of several circum- 
stances. The University’s commitment to external study was declining at 
a time when the number of mature age women undergraduates was 
increasing, as was the number of metropolitan residents gaining 
admission as external students. It is apparent that those who were 
involved in the moves to give external students an organized representa- 
tion on the campus included people who perceived a threat to a 
new-found and highly valued educational opportunity; those who had the 
necessary motivational energy to do something about it; and those who 
had sufficient access to the campus for organized group activity. Most of 
them were women. To some extent this innovation should be seen as a 
phenomenon of its time. 

In 1975 and 1976 cutbacks to the University’s Department of 
External Studies reduced the staff establishment by about one-third. At 
that time the Department was both an academic department and an 
administrative operation. It had about forty academics from several 
disciplines whose teaching was devoted almost entirely to external 
students. There were about 3000 external students, approximately 
one-sixth of the total University enrolment. 

During 1975 the student representatives on the Department of 
External Studies Consultative Council began to take coffee in the 
refectory after meetings, and discuss the issues raised. This was the 
germination of what later became the XSC. As a result of their 
participation in the Consultative Council meetings, the students shared 
an increasing awareness of the relationship between University politics 
and some aspects of their experience of external study. It was easy, for 
example, to relate staff cutbacks to their personal difficulties in planning 
a coherent course of study, as an increasing number of courses listed in 
the external studies handbook carried the annotation ‘Not offered in 


1976". 
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The students also discovered that political issues were associated 
with prejudicial views. They were shocked to learn that in some quarters 
external study was regarded as a second-rate mode of study, and a degree 
gained in this mode as an inferior degree. This perception sat very 
strangely with their own attitudes, which included reverence for the 
University, and a high value placed on a degree for which they were 
prepared to invest many years of persistent effort in the face of 


considerable obstacles. 

For some of the students who attended Consultative Council 
meetings their new-found knowledge about the impact of institutional 
politics on the quality of their educational experience crystallized into a 
burning indignation. They perceived external students as a disadvan- 
taged minority who should be encouraged to fight for their rights. At the 
same time they were fiercely loyal to the Department of External Studies 
which they believed to be under threat. 

It is not coincidental that most of the small group who shared this 
view and who were motivated to do something about the situation were 
women. Perhaps they felt so strongly because of the similarities between 
their experience as external students and their experience as women in a 
male-dominated society. They saw external students as marginalized, 
low-status members of the University community. This is not to say that 
tionalized their actions in terms of feminist theory, 


they necessarily. ra ce 
sed solely of women. The participa- 


neither was the organization Compri 
tion of men was actively sought, and some became involved. However, 


the influence of the women in the organization was dominant. It was 
mainly their energies which powered its development, and their concerns 
which were reflected in the way various issues were perceived and 


confronted. 


The women's activism in student affairs was symptomatic of a more 


general challenge to the status quo which was expressed in both the 
public and private domains. One member was active in a political party, 
another was an activist on behalf of the aboriginal community, and some 
took part in the street march demonstrations which occurred in Brisbane 
in the late 1970s in the cause of civil liberties. Their attitudes to feminist 
thought varied, but they were all in one way or another challenging role 
stereotypes and negotiating gender issues in their personal lives. Some 
appreciation of personal histories is important for an understanding of the 
context in which this student organization emerged, because shared 
experience and values contributed to the development of group identity. 
The two women who were most consistently active in the student 
organization in the beginning had a total of twelve children between 
them. Both had been divorced and remarried, and both had known 
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periods of single parenthood. Another of the women was studying for a 
teaching qualification so that she could support her invalid husband and 
three children. A fourth had begun her external student career while 
helping her husband to run a roadhouse. She used to tell stories about 
how she kept her textbooks propped up beside the till, so that she could 
study in between pumping petrol and serving hamburgers. 

I have mentioned that one factor in the politicization of the group 
was their experience as student representatives on the Consultative 
Council. Another factor was their awareness of the failure of the Student 
Union to recognize external students. A critical incident which helped to 
bring about this awareness happened during a Study School — a 
week-long residential school held annually in August during University 
vacation. A student from Darwin sought out the President of the Union 
to complain that there was no refectory open during the weekend of the 
school. She discovered that not only was the President unaware that the 
school was in progress; he had never heard of external students. He was 
about to be educated. 

During a Study School some of the students on the Consultative 
Council canvassed the idea of forming an external student organization, 
and later, through a postal survey, sought all external students’ views. By 
1977 they had effected constitutional changes which established an 
External Students’ Committee, or XSC, within the Union, with an 
allocation of funds and proportional representation on the Union 
Council. This gave external students elected representation on both the 
Department of External Studies Consultative Council and the Union 
Council. The two councils were quite separate, with elections conducted 
by the Department and the Union respectively. In addition to the Union 
Council representatives, other external students became members of the 
XSC through cooption. In practice the same students tended to appear on 
both bodies because the XSC always made sure that some of its members 
were nominated for the Consultative Council. 

In the same year the committee made another coup when their first 
chairperson, Pam Jones, was nominated to be one of the Union's 
representatives on the Professorial Board. A local paper ran a story on 
Pam's selection with a picture of her at home, flanked by two of her 
daughters, and captioned: ‘Pam gives them a say!’ The publicity was 
deliberately sought by the XSC in an effort to raise the profile of external 
students both at the University and in the wider community. It was also 
part of what became a continuing campaign to raise the consciousness of 
external Students as students and as members of the University 
community. 


One of the first important innovations of the XSC was the 
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appointment of a paid organizer. Originally conceived as a secretarial 
position and advertized at ten hours per week, the organizer's role rapidly 
evolved into something much more. The External Students Liaison 
Officer (ESLO) was to coordinate outreach activities and to act as a 
trouble shooter or student advocate. The external students were apprised 
of the ESLO’s appointment and invited to make contact if help were 
needed. 

In their enthusiasm the XSC expected a super problem-solver, but 
overlooked the fact that they had only allocated time and salary for a 
part-time secretary. Perhaps their expectations of the ESLO reflected 
their own working conditions as housewives: high levels of commitment 
and achievement without pay. It is not surprising that the first ESLO 
resigned after a few months. The position was readvertized at twenty 
hours per week in 1978, and was progressively increased to become 
full-time in 1981. I worked as the ESLO from 1978 to 1985. 

The emergence of the XSC was welcomed and encouraged by the 
Department of External Studies, as was the appointment of the ESLO, 
and the association between all parties continued to be close. The 
occasional conflict which was an inevitable feature of such a relationship 
was regarded as healthy and usually handled productively. The value of 
the ESLO’s role was officially recognized with the publication of a report 
by the Deputy Vice-Chancellor on the future of external studies (Davies, 
1979). In recommending the appointment of a counsellor to the 
Department, he cited the use made by students of the ESLO's position. 
Thus the student organization had demonstrated a deficiency in the 
University’s services for external students. i 
fered the ESLO a position on its Consultative 


The Department of ; : 
Council. Participation in the work of the Consultative Council by the 
b-committees, for example, 


XSC included some useful work on its su 
he Study Schools. 


ensuring that child-care was provided during t 
The provision of child-care taught us a salutary lesson about the 


need for compulsory unionism. At that time, 1978, only the 
metropolitan external students had to pay the Student Service Charge, 
which for them was at the same rate as part-time students on campus. 
The Union was allowed to solicit membership from students outside the 
metropolitan area on the basis of a voluntary fee of $10 per year. Much of 
our energy in the first three years was invested in a membership drive, 
but we succeeded in attracting only about 5 per cent of the country 
students. Such was the altruistic idealism of the committee that the idea 
of limiting services to those students who paid the fee was rejected in the 


belief that the students would join when they realized how much the 


committee was doing for them. However, we discovered that most of the 
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student parents who availed themselves of the child-care oia Toa no 
obligation to join the Union, even when the Situation was explained to 
them. After that we petitioned the University to make the $10 fee 
compulsory, which it eventually did in 1981. 

One effect of this delay was that the XSC continued to work hard at 
communicating with the external students in order to promote the idea 
of organized &roup action. Two reasons for Union membership were 
identified: the need for political action and the need for alternative 
Support structures. Political action was envisaged both at institutional 
level and nationally, through the Part-time and External Students 
Organization (PESO), which was affiliated with the Australian Union of 
Students (AUS). Lobbying at the institutional level was mainly support 
for the Department of External Studies, and was referred to as the ‘Save 
the DES campaign’. The external students were informed that the 
Department had been under review for some time 
getting a fair share of financial resources. Strategies included representa- 
tion on University committees, writing letters and submissions, and the 
promotion in the public media of the idea of external study, its value and 
benefits. 

The high point of the XSC's campaign was probably the debate on 
the future of external studies at Professorial Board in 1979. It was known 
that the new Vice-Chancellor, who had announced his personal 
enthusiasm for distance education, would seek a commitment from the 
Board to certain future developments in external studies. On that 
occasion we organized a demonstration in the foyer outside the 
boardroom, something of an achievement considering that external 
students are by definition unable to attend the campus. The demonstra- 
tion consisted of a few placard-carrying women, a pram, and several 
small children, Fortunately Pam's Successor on the Board was present for 
the debate, and she bravely objected to the assertion made by one of the 
professors that external studies was a second-rate form of study. She 


argued that even if it were true, external students were not second-rate 
students and were entitled to a better deal. 


and that it was not 


to people would interpret their diffic 
inadequacy and be inclined to give up the idea of ge 


ESLO experience leads me to believe that women are more likely to think 


in this way than men, and that women are more active than men in 
contacting other students. 
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When I reflect on the ways in which the XSC members and | 
attempted to communicate these ideas, I am struck by our creativity and 
energy. We were active at Study Schools, making speeches and meeting 
the students. We produced a newsletter which was distributed up to 
eight times per year. In 1978 and 1979 I travelled extensively in 
Queensland in company with members of the Department of External 
Studies staff, or with the librarian in charge of the Thatcher Library, the 
University’s specialist service for external students. We were also 
interviewed on radio, twice on the ABC’s morning session, and also on 
regional stations. 

The wish to publicize the availability of external studies was 
motivated not only by a genuine desire to spread the ‘good news’, 
especially to other women, but also because we recognized the 
importance of student numbers to the viability of the Department of 
External Studies. At that time University policy prevented the 
Department from advertizing its courses, so on one occasion the XSC 
decided to take the matter into its own hands. We placed an 
advertisement in local and national newspapers, inviting readers to 
contact the ESLO for further information about the availability of arts, 
and economics by external study. We were overwhelmed 


law, commerce y j 
o hire special secretarial assistance to deal with 


by the response and had t 


the enquiries. l 
By 1980 our efforts to involve distant external students in the 


organization extended to the recruitment of ‘Area Communicators’. 
These were students who volunteered to act as regional extensions of the 
XSC. This network was never as well organized or effective as we would 
have liked it to be, but nevertheless we did maintain a regional support 
system. The names and telephone numbers of the Area Communicators 
were advertized in the ESLO’s newsletter and students were urged to use 
them as ‘friends in need’. 

We used some of our funds to pay the fares of Area Communicators 
to bring them to the campus for special occasions. One such event was a 
meeting with the new Vice-Chancellor. We managed to produce a 
delegation of external students from several distant country towns as well 
as the metropolitan area. I remember this meeting not so much for the 
discussion with the Vice-Chancellor, but for something which occurred 
afterwards which illustrates the kind of conflict which being a student 
created for some women. We went to the refectory for coffee to discuss 
the meeting and, as there was a lot to talk about, decided to stay and 
have lunch together. One of the group declined this suggestion, saying 
she had to rush home; her husband would expect her to prepare lunch. Of 
course the other women tried to persuade her that it was an important 
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occasion for the XSC and that a grown man could fix his own lunch, but 
they did not press the point too strongly. They knew that often a 
woman's ‘freedom’ to study has to be ‘bought’. 

At the beginning of the 1980 academic year, and again in 1981, we 
brought several of the Area Communicators to Brisbane to meet the 
metropolitan XSC members over a weekend. We called these gatherings 
‘conferences’, and invited staff of the Department of External Studies, 
some deans and administrators, including the Vice-Chancellor. In this 
way the students’ needs and the University’s problems could be aired ina 
fairly informal setting. On the second occasion our guests included the 
new Director of External Studies whose appointment followed the 
adoption of the Davies report. Lenore Coltheart, who was then a 
postgraduate student but had been one of the Original instigators of the 
XSC, gave the following address or ‘call to arms’. 


External Students Must H elp Themselves — or, Don't Kick the 
Postman Yet 


We have been hearing a lot about the changes that are imminent 


in the Department of External Studies, and of course we need to 
be aware of, understand, 


changes. Although we have become accustomed over the last few 
years to this atmosphere 


moment now a new da 


the St Lucia campus, we should not be dulled by the feeling of 
familiarity. I do not 


— what you, as external students, can do 


I guess this was 
summed up by a statement one of you made this 


You've got to be a real fighter to survive’. That’s right. What 


target. 
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I'm going to set out a few targets — one of which is likely 
to be the source of your problem and its solution. The biggest is 
the Federal Government and its Department of Education. There 
is a new Minister, and an economic climate in which education 
spending has a low priority. It’s a good idea to complement your 
study with reading education policy bits in the paper and relating 
the facilities you have, and the quality of the service, to federal 
election decisions. For instance, diminished spending on tertiary 
education throughout the late 70s might have a direct relation to 
the delayed return of your assignment, in that most of the tutors 
in the Department of External Studies lost their jobs during this 


time and marking often now has to be sent out as a kind of 


modern academic version of piece-work. 
So government at federal level can be the scene of decisions 


which will disadvantage you, as external students. Government 
at the state level can also operate in the same way. Since the 
federal Labour government abolished university fees, the univer- 
sities are funded from the federal purse, but not surprisingly, 
state governments attempt to retain a measure of control. There 
is certainly, in Queensland, the potential for state government 
influence in universities. External students of Queensland, in 
fact, owe a debt to those state government members of 1911 who 
ensured that there would be provision for long-distance students 
when the University was established in that year. We shouldn't 
forget that, or let contemporary politicians forget. 

The third ‘target’ is the University itself. Many decisions are 
made in the Senate, the formal governing body of the University, 
in the Vice-Chancellor's office, and in the Professorial Board 
meeting room. There are many committees at this level, and also 
within each faculty and department. Don't bother trying to 
probe this complex arrangement; it is easy to see why external 
students need a Liaison Officer to shepherd your requests and 
problems through such a maze. In order to understand why the 
University excised a disproportionate amount from the budget of 
the Department of External Studies in several years we need a 
team of accounts experts, but again, here is a link with late 
assignments. It is up CO the University to distribute the money it 
receives from the federal allocations to tertiary institutions. There 
are no ‘tied grants’ to ensure any of the money is spent in a 
particular way. 

Next, the Department of External Studies might itself be 
your target. The actual teaching of each subject is the province of 
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the lecturer concerned and problems relating to content and 
conduct of a course should always be addressed to that person. Ifa 
difficulty is not resolved, then the Head of the Department and 
the ESLO will help. The reason for letting the ESLO know —a 
copy of your letter to the Head is sufficient — is so that if 
nothing seems to be happening, a phone call to her will put you 
in the picture, as she can find out what progress has been made. 
We are not supposing that the DES is incompetent, or insensitive 
to your needs and difficulties. It is more to the point that the 
system is skeletal and the place understaffed. But sometimes it is 
possible that a delayed return of assignment, or whatever 
problem you are encountering, is because someone somewhere 
isn't doing the job properly. You have the right to that 
information. It is a mistake for you to assume that people in this 
place are perfect, and that any imperfection is on your side. 

At the regional level there are the officers-in-charge in the 
larger centres — some enthusiastic and invaluable, others appear 
to have been dragooned into service. As they receive minimal 
financial return for the time they must put in to fulfil their role 
properly, if they are not performing adequately there is not much 
you can do except tactfully initiate and perform services needed 
in your area yourself. If you don’t do it, it won't be done, and this 
is one of the important aspects of serving as an area communica- 
tor. You might be able to work with the officer-in-charge to 
relieve his/her load and help the external students in your area. 
Remember, too, that you may know more about DES, the 
University, and external students than the O-I-C if he/she is 
comparatively new and you are a veteran. 

We have now worked downwards and reached your 
communities. You may feel grateful to the University for the 
chance to study — though I’m not sure that too much of that is 
prudent at this time — but there is no doubt that your 
communities should feel grateful to you. No measurement, no 
cost benefit analysis, no accounting can reveal the value of your 
study to your community. Whether it is a mining township like 
Blackwater, or a provincial city, wherever you live, the people 
you come in contact with stand to benefit because you are an 
external student. Your families and friends, service clubs, local 
government organizations — all are enhanced by the broadening 
of understanding, your sharpened intellectual equipment and the 
simple matter of having direct contact through you with the 


largest University in Australia. You can, and should, expect to 
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have this gratitude, and to have it expressed in some way that 
will help you. 

Contacts with local Rotary, Apex and similar organizations 
could make the case for financial and other assistance, with 
purchase of books for a tutorial group, establishing a study 
centre, or even with a form of scholarship to enable someone to 
come to Study School who would not otherwise have been able to 
afford it. One would imagine that local graduate associations 
would perceive the fostering of undergraduate study to be an 
ideal activity. Don’t fall into the trap of concealing the fact that 
you are studying — asking for the notes to be sent in a plain 
wrapper and so on! It is time for external students to come out of 
the closet, and bring your books with. you. Your community 
needs you, and should acknowledge this. 

Then we come to your fellow students. What actions are 
needed in relation to each other? Organizing your own tutorial 


groups, finding and supporting someone as area communicator, 
getting graduates, or people w 


ho have completed particular 
subjects to be discussion leaders for tutorial groups which have no 
tutor, publicizing the acti 


ivities of DES so potential students 
know about it, being supportive to new students. Given the 
present situation, and while we wait for the new DES, these seem 
essential aspects of your role as external students. Taking notes 
and tapes back from Study School for those who couldn't come 
seems pretty obvious if 


you are already in touch with those people 
earlier in the year. 


In a University as large as 
undergraduate students, there is no cohesion in the student body, 


even that half, the full-time internal students, who are present on 
campus every day. As external students, although you are a 
varied group, and a geographically fragmented one, you have a 
potent bond. You are external students, people who must know 
how to help themselves if they are not to be treated as invisible 
and impotent. We have alumni to be proud of. There are 
politicians, teachers, professors, journalists, officers in the armed 
forces. There are people whose determination to continue and 
complete their degrees in spite of every imaginable obstacle just 
stuns you, until you realize that every external student shares that 
determination, even if we have to help each other search for it 
sometimes. 


Finally, we need 
directed to all these external targets, 


this one, with 18,000 


to look at ourselves. After all this action, 
it is important to remember 
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external student syndrome, of course, comprises believing that 
one is inadequate, hopeless, unable to perform the simplest 
procedure the University requires, let alone complete an 
academic course. To have to wallow in these soggy thoughts 
might be comfortable but it is dull. I'm not advocating that 
generalized ennyi. I do suggest that you examine your commit- 


tertiary study isn't a breeze, it takes concentration, discipline and 
hard work. I don't think it is ever really the sort of thing you can 
do while you watch Mike Walsh, do your tax return and answer 


intended only to suggest the need for action, to show where 
action might be directed, and to urge you to think things 
through next time you feel the urge to kick the postman. 


Subsequent Developments 


enthusiasts. 
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At various times in the following years only a small number of 
people were prepared to be actively involved. This was disheartening, 
but when we considered how difficult it was for external students to take 
part in such activity, we were satisfied that there continued to be enough 
people to maintain the XSC. The commitment of the few ensured a 
continuing external student presence on the campus through representa- 
tion on various bodies such as the Board of External Studies. The ESLO 
position became an institution in the Union, and this in itself ensured 
that successive presidents and other office-bearers were alert to issues 
which affected external students. 

Continuity of service was probably the most effective way of raising 
the awareness of the main body of external students of the existence of 
their organization and the issues it confronted. My communication with 
the students was through the newsletter and as recipient of their 
enquiries and problems. After eight years of acting as a trouble shooter 
for external students, I would have to agree that what Lenore described as 
the external students’ syndrome does exist. Of course, this perception 
may be distorted, because only a small proportion of student enquiries 
came to my office. I was an alternative communications channel for the 
students; they directed most of their enquiries to the relevant University 
personnel. Perhaps a disproportionate percentage of all complaints came 
my way, and fewer of the routine enquiries. Nevertheless, on a number of 
occasions, when there was a problem with a particular course, for 
example, I discovered that the complaints I received were the tip of an 
iceberg. For every student who complained there were usually others who 
were suffering in silence. i 

Often people who called with a complaint about the conduct of a 
Course were hesitant and apologetic, like the woman who said that she 
had been ‘stewing over this for two weeks, wondering whether to contact 
the ESLO’. Typically they would put the case and then ask if I thought 
they were justified. ‘Is there something wrong, Or is it just me? was a 
common question. Doubtless part of the hesitation was caused by anxiety 
that I might not handle the complaint with tact and sensitivity. 
Sometimes this was expressed overtly; the students would insist that they 
did not want to cause trouble for members of staff; they wanted simply to 
have the problem rectified. 

When occasionally something went badly wrong with the conduct 
of a course, the people most ready to complain seemed to be those who 
were most confident of their academic ability, and who felt that their 
consistent high performance was prejudiced. Sometimes those who were 
most apologetic in presenting a complaint also described themselves as 
not very good students. Frequently the explanation of the study-related 
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problem was mixed up with a description of other personal problems, 
and illness was often part of the picture. There seemed to be a pattern, 
particularly among women students, of being anxious about assessment 
requirements, taking personal responsibility for all difficulties, and 
getting sick. ES 

It seemed to me that social isolation and ignorance of the institution 
exacerbated the students’ predicament when things went wrong. Many 
had no way of checking their perceptions because there was nobody in 
their immediate social circle who had any real appreciation of what was 
involved in formal study at tertiary level, let alone external study. Some 
lived in a social context which was actually hostile to demonstrations of 
intellectual activity. 

I presented my perception of ‘the external student syndrome’ to one 
of our weekend conferences for Area Communicators, and later printed 
the text of my address in the newsletter. The title, ‘Is the University 
Awful?’, was supposed to suggest, by the use of wordplay, an association 
between being in awe of the institution and having a bad time as a 
student. I said that isolation and ignorance breed awe of the institution, 
and that such awe is unwarranted. I recommended that when in 
difficulties students should ask, ‘Who owns this problem, me or the 
University?’ 

I have to admit that not all students assumed personal inadequacy 
when things went wrong. Once I discovered that a student had 
attributed the non-arrival of his course materials to his wife's 
inefficiency. He accused her of forgetting to post his confirmation of 
enrolment form. She was very pleased when I explained that the cause of 
the delay was really an administrative failure at the University. Since 
none of the students enrolled in that course had received the materials, 
and only one had contacted me, I wondered what the rest were doing 
about the situation, and to what they attributed the delay. 

Many of the enquiries I received demonstrate how difficult it can be 


to deal with a complex bureaucracy from a distance. Here is a classic: 


Yesterday I received the standard University form ‘Confirmation 
of enrolment and statement of examination results’, together 
with the standard ‘External students examination entry’ form, 
and ‘Memorandum to students enrolled in courses in the Faculty 
of Commerce and Economics’. The statement of examination 
results indicates an ‘incomplete result’ in CO333, but I do not 
know what is meant by the term, or its significance. Neither of 


the forms I received yesterday, nor my External Studies 
Handbook, give any indication. 
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I presume that the incomplete result may be related to the 
fact that I submitted eight of eleven assignments. However, I 
wrote to the lecturer on 30 May concerning the outstanding 
assignments, and as I received no reply and sat for the 
examination, I thought I must have satisfied the course 


requirements. 


Here is another letter which presents some typical problems for 
external students: 


I am asking you to help me solve a problem. I am doing 
Education externally. I was originally taking first level subjects 
towards a B.Ed., but in March, the Uni advised me that because 
I was a three year trained teacher, I should be doing second level 
subjects if I wanted credit towards a degree. So I immediately 


made a switch over to ED200 (Comparative Ed) and ED220 


(Philosophy of Ed). 
My problem is that although all the lecture notes, etc., have 


arrived for Comparative Ed., I have received only lecture 4 and 
Assignment Guide 2 from the Philosophy Department. I am 
ill not receive the others. I suppose that I 
urer directly, but honestly, every 
he Administration, they seem to 
d I just don’t feel it is worth the 
effort and want to give up. I have been so messed about this year 
with my studies that I am beginning to lose all interest and at 
times just don’t care, especially when teaching is very demanding 
and takes up a lot of time. 

So I feel I would rather approach you and ask you to be my 
‘voice’ in this matter. I would be so terribly grateful if you could 
arrange for the Philosophy Department to send me all notes and 
lectures prior to lecture 4 and especially assignment guide 1 and 
the list of textbooks I need. I'm glad you are available. It is a 
tremendous relief knowing that there is someone down there in 
that huge maze who is interested in and willing to help us out 


here. 


rather worried that I w 
should be writing to the lect 
time I speak to or hear from t 
confuse me more than ever, an 


alienated perception of the institution 
(‘that huge maze’) to which students are outsiders (‘us out here’). It 
demonstrated a lack of information: the student refers to the ‘Philosophy 
Department’ when actually she was dealing with a lecturer in Philosophy 
of Education, located in the Department of External Studies. (How was 
she to know?) Her subjective state was characterized by confusion, 


The letter reflected a fairly 
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doubt, failing motivation, timidity about approaching a member of staff, 
and a corresponding gratitude for friendly, personalized service. 


General Lessons 


What are the lessons for other contexts to be drawn from the experience 
of the external student organization at the University of Queensland? As 
far as the need for political activism is concerned, I have already pointed 
out critical features of the specific context in which this student 
organization emerged. External students were a minority group of a very 
large institution with a declining commitment to distance education. 
However, external students are effectively disenfranchised by their 
limited access to information and low sense of group identity and, 
therefore, there is a role for student Organizations in distance education. 
Our experience demonstrates that it is inherently difficult, but not 
impossible, to create an effective external student lobby. 

Whether this model is the most effective is difficult to say. My 


involvement. On the other hand, there is no doubt that the presence of a 


permanent employee provides continuity, which is an essential ingre- 
dient for such an Organization, 


There are many similarities between the model evolved by the XSC 
and the Extra-mural Students’ Association at Massey University, New 


In relation to student Support, it is easier to generalize from our 
experience. The University of Queensland 


special case, Contrary to the implications of the correspondence 
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established. I would agree with Sewart (1982) that providing a variety of 
support mechanisms is the best way to meet the individual needs of a 
diverse body of people such as external students. 

For me the experience of being ESLO was an interesting and 
enjoyable one. I’m glad to have been a part of something so visionary and 
yet so practical. I learned a lot about politics. It was rewarding to work 
with external students, and I made many friends. Like so many of them, 
I was continuing my education while negotiating major changes in my 
personal circumstances, and I benefited greatly from the sense of shared 
experience which the job gave me. 

I am left with a residue of enduring interests and some unresolved 
questions, which is doubtless why I am writing about it. Among the 
enduring interests is a fascination with what I call the sociology of 
distance education. When trying to promote political activism, I was 
very conscious of the effects of the limited sense of community among the 
students. The production of the newsletter was an attempt to create such 
a sense. A relationship between integration into the social fabric of the 
institution and academic success is apparent, as others (Roberts, 1984; 
Keegan, 1986) have noted. My questions are about what it means to be 
an outsider in any given cultural context, and about how institutions can 
most successfully integrate their external students. ' 

Events seem to have given some validation to the XSC's 
often-repeated contention that access to tertiary education through 
external studies at the University of Queensland was threatened. Ten 
years later, in spite of structural changes which converted the old 
Department of External Studies into a School of External Studies and 
Continuing Education, and in spite of the strenuous efforts of many staff, 
the future is still uncertain. In 1986 the Chairman of the Commonwealth 
Tertiary Education Commission publicly advocated the phasing out of 
external studies at the University of Queensland. The Director of the 
School and the present ESLO joined forces to alert the students to the 
situation. I understand that the subsequent deluge of letters from 
students all over the country made an impression on the Commission. It 


seems that the ‘Save the DES’ campaign continues. 
Acknowledgment 


I am grateful to Lenore Coltheart for permission to reproduce her transcript 
(pp. 62-6). 


71 


Chapter 6 


Talking to New England: 
Interactive Radio in Distance Education 


Geoff Arger 


The University of New England, located in Armidale in northern New 
South Wales, has over 6000 external students and is a major provider of 
distance education in Australia. The ‘Talking to New England’ 
interactive radio project commenced in 1986 and is one of the 
programmes being developed by the University to provide interaction 
between academic staff and their students. The project allows academics 
at the University (see Figure 6.1) to present material to external students 
through local FM radio stations in Sydney (550 kilometres away), 
Newcastle (400 kilometres away) and in Armidale itself. It also allows 
them to respond to questions ‘on air’. Cassette tapes of the programmes 


COFFS NARBOUR g7 


{2 BROADCASTING AREA 


Figure 6.1 Broadcasting areas of the ‘Talking to New England’ project 
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are subsequently despatched by mail to students outside the broadcasting 
area. Another FM radio station in Coffs Harbour,110 kilometres to the 
east of Armidale, broadcasts one of the hour programmes each week as a 
community education project. The overall result is a unique use of 
interactive radio in distance education, or as one local newspaper called 
it, ‘educational talkback’. 

The ‘Talking to New England’ project reflects Australia’s long 
tradition of radio in distance education especially through institutions 
such as the School of the Air. It brings together the University’s 
experience in distance education, the popularity of talkback radio, and 
the proliferation of FM community radio, With 45 per cent of the 
University’s external undergraduate students in the Sydney area and 
another 6 per cent in the Hunter Valley area centred on the city of 


Newcastle, the project was addressing many of the University's external 
students. 


Making a Programme 


Academic staff members record programmes relating to their subjects in 
the audiovisual studio at the University of New England. Programme 
duration varies from eighteen to forty minutes, but is usually about 
thirty minutes. The style of presentation varies considerably among 
subject areas and among individual academics. Production features such 
as musical breaks and fade-outs are added at the time of recording. Tapes 
are sent to the radio station in Sydney at least a week before the evening 
broadcast date. The tapes are played with live voice introductions 
superimposed over the music breaks. After this prepared session the 
talkback line is Open to the students, and to the public, who contribute 
up to 20 per cent of the calls. 

The Sydney studio is linked by telephone landline to the academic 
staff member at the University. During this time the announcer joins in 
the discussion which is based partly on a list of questions provided and 
also on the announcer’s own understanding of the subject. When there is 
a lull in calls, project staff from the Department of External Studies, 
some of whom monitor the Programmes at home, call in with questions 


which have previously been solicited from students outside the broadcast 
area. 
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Technical Production 


The broadcast programme originates from the studios of Sydney 
Educational Radio (2SER-FM) at the University of Technology. The 
station’s transmitter is located on the roof of this institution, which 
provides good coverage for the wider Sydney metropolitan area. The 
station’s talkback facilities are used, with a separate three-line 
switchboard to receive listeners’ calls. The programme is broadcast in 
mono with the usual seven-second delay for talkback radio. 

To enable the ‘live’ link with Armidale, a ten KHz line is used from 
the University of New England to the 2SER-EM studio. A second three 
KHz line is used to send the ‘pre-delay’ studio output signal back from 
2SER to the University of New England studio. This line is also used for 
communication between 2SER-FM and University of New England 
technical producers. A further 10KHz line is used from 2SER-FM 
control room to Newcastle University Radio (2NUR-FM) in Newcastle. 
The Armidale relay is provided by a split from the return line to the radio 
station 2ARM-EM studio in Armidale. A tape of the total broadcast is 
despatched to Coffs Harbour Youth Radio station (2CHY-FM) for their 
weekly broadcast. : re 

Listeners to 2NUR-FM and 2ARM-EM who wish to participate in 
the talkback are required to call 2SER-FM, where they are given priority 
Although this is more expensive than 


‘to air’ wherever practicable. f pensi 
discourage participation from 


making a local call, it does not appear to 


the Newcastle and Armidale listeners. 
The project is limited by its inability to broadcast live to all 


students. One of the strengths of the project — the use of cheap FM air 
time — is also one of its weaknesses because FM cannot cover a large 
area. Networking live broadcasts is difficult because it attracts high 
Telecom charges; nevertheless, the use of audio cassettes despatched to 
the students in non-broadcast areas, and the soliciting of questions which 
are asked live to air, have resulted in a very positive response from these 


students. 

The partnership of a conservative university and a progressive radio 
Station brings inevitable tensions. This 1s epitomized by the issue of 
whether the programme should appeal to the students, the public or 
both. The problems are mediated by the educational developers who 
work to improve teaching practices at the University. In this case the 
author, as Course Development Adviser, particularly in the project s first 
year, occasionally needed to emphasize to 2SER the conservative, élitist 
nature of universities and insist that the programmes be directed mainly 


at enrolled students. 
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Developing External Teaching at the University of New 
England 


Before the development of the ‘Talking to New England’ project can be 
understood it is important to put the two partners into their historical 
institutional perspectives. By 1985 the University of New England had 
been in external studies for fifty years. As with many distance 
institutions, it was operating in the methodology and attitudes of its 
establishment days. Thus teaching material was seen as the responsibility 
of the academic. It was usually based on the dispatch of lecture notes 
either in print or audio form, supported by face-to-face sessions, usually 
residential schools on campus or weekend schools in Sydney. Until 
recently no professional advice or assistance was given to academic staff in 
preparing their material. , 

In 1985 the author was appointed as a Course Development Adviser 
in the Department of External Studies with a brief to develop the 
teaching material. The nature and direction of such development were 
not stated. One obvious area with a high profile was to make the reaching 
materials more interactive. This became one of the major aims of the 
Course Development Adviser. 

The University of New England is not an institution where all 
teaching materials are processed by instructional designers and editors. 
Therefore, the strategy adopted to achieve interactivity in teaching 
material was three-fold: first, to change the organizational base in the 
Department of External Studies for wide-based improvements in 
teaching material; secondly, to initiate staff development experiences; 
thirdly, to establish exemplar models of teaching material. 

The structural changes in the Department of External Studies 
included the removal of the hierarchical structure within the teaching 
material section; the introduction of a computer recording system to 
track the various production stages of teaching material; the in-service 
training of teaching material clerks about development objectives; the 
appointment of new professional staff in place of clerical/administration 
staff; and the overall movement towards a team approach to the 
development of teaching material. 

The major thrust for staff development was through the evolution of 
an orientation kit for academic staff, which was based on the philosophy 
of mixing exemplar model and content advice — theory and practice. 
Thus the first part given to the academics on their first day was a kit with 
three components. The first component, set up as a distance education 
course, gives advice on how to ‘Write Distance Education Teaching 
Material’. The second component, set up as an audio cassette with 
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accompanying visual material, gives advice on ‘How to Use Audiovision 
in Distance Education’. The third component, on a video, gives advice 
on ‘How to Use Video in Distance Education’. The detailed administra- 
tive advice is sent as Part 2 when the new staff member's name appears in 
the University in-house news sheet. This is further reinforced by a series 
of ad hoc seminars on techniques in distance education covering topics 
such as unitization, game simulation, teleconferencing, computing and 
satellite communication. 

Associated with this approach is the strategy to develop exemplar 
models. Contact with the course development staff may result in 
suggestions about which techniques should be used in developing 
teaching material and advice about the various ways to gain assistance 
such as the ‘Academic Time Release’ scheme, the ‘Innovations 
Development Fund’, participation in development projects, and assist- 
ance from the Course Development Adviser and Course Development 
Assistants. Exemplar models often flow from this assistance. One of the 
development projects mentioned above was to integrate study skills into 
first year teaching material, another was the use of interactive radio — 
the ‘Talking to New England’ project. 

The other half of the partnership is Sydney Educational Radio 


(2SER), 2SER-FM is the radio station which operates the E (Educational) 
ydney Area. The station is 


Class Medium Power Licence allocated to the S 
owned by Sydney Educational Broadcasting Ltd, a company which is 
jointly owned by Macquarie University and the University of Technolo- 
gy. The company was awarded its licence in 1978 and first went to air in 


October 1979. The objective of the station was to broadcast educational 
f the two institutions and the local 


programmes using the resources O 
community. Guidelines for its operations included that it should 


promote education in its broadest sense and that it should provide as 
much access to the community as it reasonably could. 

It was planned that 2SER should build up a range of programming 
by encouraging academic staff, students and the local community to take 
The station now broadcasts 24 hours a day 
ho work together with a large number of 
staff, students and members of the 
ramme production, announcing 


an active part in production. 
with a small full-time staff w 
volunteers. These include university 
local community who take part in prog 


and many other associated tasks. i 

In an historical sense it was inevitable that the University of New 
England and 2SER paths would cross; what was not inevitable was that 
the unlikely partnership would be successful. The people involved in the 
initial negotiations, although from very different backgrounds, found 


they had a common commitment to non-élitist education. Before the 
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project could be initiated, however 
understanding of what interactive dis 
achieve, and then endeavour to put th 


» it was necessary to develop an 
tance education broadcasting could 
is into practice. 


Developin, 


g a Theory and Practice of Interactive Distance 
Education 


in trying to undertake study. 2SER res 
intensive project using live ‘talkback’ 
Although the Western Suburbs Talkback 


e University ha 
Schools are often held th 


s a Centre in Sydney and Weekend 
External Studies at the 


ere. In early 1985 2SER and the Department of 


e the University to potential external students in 
Sydney; 


to develop a new and varied approach to distance 
talkback radio; 


3 to assist students 
Successful external 

A standard One-h 
involving a recor. 


learning using 


with informati 


on and advice o 
Studies, 


n all aspects of 


Our programme m 
ded session followe, 
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series, largely because many could not conceptualize the project, and 
those that could were sceptical of whether it would work. The Course 
Development Adviser used persuasion and friendship with close 
colleagues to gain commitment for a three-programme pilot. Although 
the participants were mainly non-academics trialing a technique 
essentially for the delivery of academic content, it was felt that the pilot 
would be valid. 

The pilot series was entitled ‘Access to Armidale’, and began with a 
programme entitled ‘Tertiary Education Opportunities in Armidale’. As 
a general programme, it aimed at opening up communication with the 
University, and used staff of the Department of External Studies and 
Armidale College of Advanced Education. The second pilot programme 
was aimed at testing the feasibility of radio as a formal teaching tool. The 
topic chosen was ‘The Role of Business Corporations in Politics’, which 
was adapted from an external politics course. The third and final 
programme in the pilot series aimed to assist students in their 
forthcoming examinations, and was presented by the Course Develop- 
ment Adviser and the Student Counsellor. 

Evaluation of the pilot project was positive: it worked technically 
and was clearly within the University’s resources. Most importantly the 
Department of External Studies had an organizational structure which 
could cope with the necessary project planning. The Course Develop- 
ment Adviser is not élitist and remains a committed equalitarian and a 
strong believer in mass education. He was therefore able to become the 
vital link between technical, clerical, secretarial, professional and 
academic staff, and fostered a determination to succeed amongst all the 
project staff. In particular, academic staff involved thought it worth- 
while, and several students called in, as did members of the public (five 
or six calls each programme). From the evaluation the basis of a set of 
aims and objectives and a programme format were established. It was 
very clear, however, that there were many issues to be resolved before the 
theory could become general practice. 

Universities and radio stations do not have a large commonality. 
Thus it was felt important to establish at the outset a theoretical base for 
the practice. A set of aims and objectives was established before the 
commencement of the ‘Talking to New England’ project in 1986. These 
were developed through consultation between the University’s coordina- 
tor and 2SER’s coordinator. S 

The overall aim of effective distance educational broadcasting is 
sought jointly by the University of New England and 2SER; however, 
there are certain objectives that each partner holds as priorities. For 
instance, for 2SER ‘Talking to New England's’ development is pitched 
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towards producing a well rounded radio programme which is et 
style, but not as rigid as broadcasting unadapted lectures on radio. 3 
University of New England External Studies Department's main aim A 
to link as many students as possible with their lecturers in ae 
during weekly broadcasts. Each partner's particular set of sub-goals 
worked in a dynamic fashion to create an evolving theory of distance 
education radio programming. The desire to produce good radio, while 
at the same time retaining educational merit, put the series through a 
weekly test of checks and balances from the educationalists in Armidale 
and the radio producers in Sydney. The general objectives were: 


to link students in Sydney with their respective lecturers in 
Armidale using the radio medium; 

to develop a new 
radio talkback; 


to create a strong feeling of i 
external students in Sydney; 


and varied approach to distance learning using 
dentification and community amongst 


to allow lecturers the chance to develop innovative and alternative 
teaching strategies combined with opportunities to popularize and 
test their work on a mass communication medium; 

to develop talkback as a viable tool for teaching and in doing so 
extend the current boundaries of this popular form of mass 
communication; 


to spread awareness of the University of New England external 
Studies course to potential students in Sydney; 

to present continuing 
radio audience and enc 
talkback component. 


education type programmes to the wider 
Ourage listeners to participate through the 
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and inform listeners of the talkback session to follow the recorded 
lecture. 

At the conclusion of the lecture the producer/ presenter used the 
outside broadcast line to Armidale to link up live with the guest lecturer. 
A short interchange followed, by which time callers would have occupied 
some of the available talkback lines ready for the talkback segment. An 
average of six to eight calls are taken during a standard programme unit. 
As part of the practice of educational talkback, the producer/ presenter 
acted as a link between the caller and the academic and helped to develop 


the discussion. 


Problems in Practice 


From the establishment of a conceptual foundation for practice it was 
necessary to engage the University more generally. Whilst the rhetoric at 
the University is often in favour of projects which increase the interaction 
between teacher and learner and which have a wider appeal to the 
community, committing a budget and resources to such a project was 
another matter. The ‘Talking to New England’ project was no exception. 
Through the determination of the project team, with the Course 
Development Adviser in the vanguard, it was able to use the University 
system to effect change. The competence in action displayed by the 
project team established a broad-based support on campus, which was 
complemented by the arguments of the Course Development Adviser at 
the relevant University committees. Both were essential ingredients in 
the thrust for change. 

Before the newly found ideas could be put into practice, many issues 
had to be resolved. It was not possible to put forward a grand plan to 
increase the interactiveness of distance teaching; incremental develop- 


ment had to be used. 


Budgeting and Resources 


The first problem to be resolved was money. Although the 2SER costs 
were reasonable in themselves, they were substantial for the Department 
of External Studies, which had no budgetary provision for development. 
One of the Course Development Adviser's duties, however, was CO draw 
up the External Studies Teaching Material Budget, which included a 
small development fund for academic innovation in distance education. 
The Department's budget is approved by the Pro Vice-Chancellor and 
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i otential 
Deans acting as the External Studies oe aye Site & 
demand for a project such as ‘Talking to New Englan - A EE 
demonstrate and so it was decided to ask initially for a sma 


ined 
to the project. However, the nie spew nis 
of whether the budget was sufficient to satisfy demand, and een ne 
the extra was to come from. This had been tentatively allowe skeet 
Course Development Adviser who included a A$4000 contingency 


: s 4 itiatives 
as also intending to use the A$4000 Ini 


financial cost, which was E 
made up of A$250 on production and air 


rs of 
tence. Up to four other staff ‘nica 
z SRE ti 
€s monitor and phone in with o in 
. i 
were seven staff working on the ser 


ies in 
m the Department of External Studi 
» Clerical assistance, 


costs, plus the use of broadcast hard 
y the radio station and the 


during the broadcast., Thus there 
addition to gener 
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structured component coming from Armidale and the live radio 
component assembled in Sydney. All talks during the series were 
produced at the University under the supervision of the Audio Visual 
Sound Technical Officer. The taped talks, together with a written 
synopsis and a set of six or more follow-up questions, were sent by courier 
to the producers in Sydney. 

_ Once in Sydney the tapes were checked by the producers, resulting 
in a script being developed from the taped subject matter. A further set 
of link questions was then created so that the producer/presenter could 
maintain the programme flow. The main priority for the producer was to 
become a successful facilitator on air, and the task of becoming familiar 
with two new academic areas per week was quite difficult. However, by 
carefully working through the material and developing tight scripts, the 
producers were never short of well conceived questions to use in 
exploring the programme area. 

A standard programme int 
special insert promotions which 
programme, especially between two 
that things worked smoothly, production meetings 
the telephone prior to each broadcast. 


roduction was produced together with 
could be used at any point during the 
distinct programme units. To ensure 
were conducted over 


Selection of Programme Material 


of appropriate course material. The 
If-selection. A general invitation 
d those who responded were 
hich had high student 
but no pressure was 


Another issue was the selection 
choice of programmes was based on se 
was circulated within the University an 
accepted. A couple of academics with courses w 
numbers were especially asked to participate, 
applied. 

During the first semester of 1986 no adv 
was given to academic staff. Hence the programmes ranged from lectures 
with very little opinion to informal discussions about problems in 
practical work. This lack of direction was deliberate, as the Course 
Development Adviser felt that the learning process for the academics was 
important. It meant that advice by ‘experienced’ academics could be 
given in second semester. If, however, it had been realized that the 
Project was going to be so popular, maybe more direction in subject 
Suitability would have been planned from the start. An obvious area 
would have been to concentrate on first year courses with student 


numbers in excess of 150 in Sydney. 


ice on programme structure 
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Plugging in the Audience 


Another issue was how 
series depended on havi 
ing. Incorporating the 


to get the audience to listen. The success oF yaa 
ng the external students listening and particip r 
broadcasts as part of their course work was 7 

; external students were sent a broadcast sian te 
emester. Students in the subject were reminde 

to the broadcast and were asked to listen if vied 
€a, or send in questions if they were outside ia 
area. Students were telephoned on the day of the broadcast and remind a 
to participate. Student representatives in the broadcasting area ws 
given questions, which had been sent to the Department of ae 
Programme, and were asked to pose them on ee 
tmidale monitored the programme and phoned i 


a E - ” was 
cep the talkback session moving. This approach 
Successful and is stil] used. 


To a lesser extent 


P i inrelligent 
another objective was to attract an intellig 
general audience who Ë 


# 7 course 
ould interpret and explore the broadcast ei A 
ERE ; . for th 
material in diverse and perhaps refreshing ways. Planning for 


audience included a script that accommodated the general listener. 
typical script would read, 


: a warm welcome to you all, 


particularly students of. . . but 
also others interested j 


n this subject, and we hope you will make 
the Armidale connection tonight. . . you are most welcome to 


take part in making some intelligent and stimulating talkback, 
even if you are not a student, 
Attracting this general audience involved several publicity devices, most 
of which were implemented by 2SER because the University lacked the 
expertise and time. A Promotional announcement lasting between on 
and 90 seconds was produced and programmed weekly in advance of ae 
specific broadcast. The promotion highlighted the most interesting and 
accessible aspects of the forthcoming programme, and included tightly 
from the pre-recorded presentations. The overall 
; he unique nature of the series and 
that it was a new listening Experience as well as a totally new approach to 
talkback. 


p ae ich 
e/magazine, Listening Post, whicl 
reaches a Strong core of stati 
in the general community, 
As a major Initiative in attracting general listeners, an article was 
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published in the television and radio supplement of the Sydney Morning 
Herald on Monday 28 July 1986, which coincided with the beginning of 
the second semester series. Publicity for the project in Newcastle and 
Armidale centred on the local press, and in Armidale the local Australian 
Broadcasting Commission AM station was also used. 


The Programme Schedule 


The ‘Talking to New England’ schedule for 1986 included programmes 
on topics such as Hinduism, entrepreneurship, design, psychology, 
and exam skills, music, poetry and ‘Do we need a 
university in the western suburbs of Sydney?’ The strength of this 
approach is that it is very varied; however, it does lack full integration 
with the teaching material. The academics tended to be enthusiasts 
rather than those with professional radio expertise. It became clear that 
whilst they were reasonably confident on air, their presentation style did 
not necessarily encourage the students, most of whom had never used 
talkback radio to call in. This was highlighted in the first two 
programmes; the first on cognitive psychology and the second on 
telephony. The first talk used educational jargon and resulted in one call; 
the other used a lighter approach and attracted six calls. Nevertheless, 
these initial programmes helped to establish a pool of experienced 
academics who were potential supporters of the project, and this 
constituted an important part of the project's incremental development. 
An underlying issue was that the human resource assistance at the 
University was restricted to that already in place. The time expended on 
the project by the Course Development Adviser and his secretary created 
difficulties for work on other developments. Valuable assistance was 
provided by other members of the Department, but time was always at a 
premium. The academic experience and commitment of the Course 
Development Adviser to a fusion of theory and practice meant that the 
theoretical aspect was not pushed to counterproductive levels. Com- 
petency in action by the project team was emphasized; gentle use of 
rhetoric with the academics was seen as essential. 
At the beginning of the project it was attempted to use the Radio 
University of New England (RUNE) linked to the University of 
Technology (and subsequently Newcastle), however, it proved to be 
more trouble than it was worth. The station was staffed predominantly 
with student volunteers who were not always reliable. On occasions the 
Course Development Adviser had to switch over to the 2SER landline 
link himself, Some listeners were upset at this educational use of the 


climatology, study 
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radio station and abused the station manager because the ‘Wally Viscious 
Heavy Metal Show’ had gone off the air! The quality of reception in the 
monitors’ homes in Armidale Was so poor that on occasions they had to 
Phone in without having heard the programme. 

A continuing problem was that a large number of external students 
did not receive broadcasts live, although the students themselves did not 
complain. Indeed, the responses from the students outside the broadcast 
area were every bit as Positive as those within the broadcast area. The 
of mainstream external teaching. Many 


hnique, and many academics were very 
unsure of its applicability to their subject. 


Evaluation 


From the beginning of the Project student and academic evaluation was 


seen as important; on the basis of the evaluation findings several changes 
have been made to the current format of the project. At the end of 1986 
academics we about the year's broadcast 
schedule. Cast area were sent evaluation 
broadcast, and those in the 
evaluation sheets with their cassettes. Also 
coverage gave valuable information about the 
Strengths and weaknesses of the ‘Talking to New England’ project. 
During 1986 2SER entered the ‘Talking to New England’ programme 
for a Pater Awar: i broadcasting, This was successful and 
national press. Such favourable press 
University and many congratulatory 
he university executive and council. 


Coverage was welcomed in the 
letters were received from within t 


Academic Views on ‘Talking to New England’ 


Surprisingly worthwhile and Productive, (musicology lecturer) 


We treated the Semester I] Programme as a means of aiding 
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students’ ‘revision’ of material done in Semester I — it seems a 
useful way of doing that. (history lecturer) 


Quite satisfying. Congratulate Sydney presenters — they did 
their homework. (history lecturer) 


I found it enjoyable and stimulating and a valuable way of 
communicating with my students (as well as others). (education 


lecturer) 


Finally, an unsolicited written comment by an English lecturer in 


mid-1987 stated: 


Would you please convey my thanks to everyone involved. I gave 
a session last night . . . for English . . . students, and found that 
the whole operation worked smoothly and well. I was very much 
put at my ease Bye the announcer, who comperes the session 
and I was most impressed indeed by the amount of preparation. 


Student Views on ‘Talking to New England’ 


broadcast areas was sent an evaluation form. They 
were asked to fill it in immediately after the programme and return it to 
the Department of External Studies. Students in the non-broadcasting 


area were sent a modified evaluation form with the cassette of the 


programme and were asked to return it with the cassette. Again the 
students were generally enthusiastic about the use of talkback radio. 


There were no significant differences in responses between subject areas, 
between semesters, or between broadcast/non-broadcast areas. Some 
typical comments were: 


The talkback section gave a broade 
about his subject matter. 

mmunicating greatly enhanced the course 
d gives them a better feeling of 


Each student in the 


r view of how the lecturer feels 


I feel this method of co 
for external students an 
participation. 


Terribly unnerving talking on radio 
so more talkback radio please). 

worth emphasizing. First, the students 
ponded positively to receiving the 
lained by the advantage of being able 
The spontaneity of the broadcast 


(but practice makes perfect 


Two related matters are 
outside the area consistently res 
cassettes. This can probably be exp 
to listen to them in their own time. 
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cassette was also remarked upon. The fact that some of their questions 
were asked on-air further pleased them. In fact, the idea of rae 
questions from students in the non-broadcast area occurred as a result o 
previous suggestions made by students, as was the idea of networking the 
programme. Therefore, the Newcastle station, 2NUR, was brought into 
the project for a trial period in September 1986, and it remains an 
integral part of the Project. 2ARM, an Armidale community radio 


Station, is now used in Armidale, replacing the University radio station 
which proved unreliable. 


academic, as is the į 
the broadcast area. 
The number of calls 


The thirteen was for an ancient history programme on Sulla, where the 


answer session was very factual. Twelve calls were received 
which seemed to generate calls 


The calls vary considerably, but the following give an idea of their 
tone, 


Academic: No. . . but you'll pick 
is available on Cape and you can li 


sten to it later in the year and 
you can stop the talk at your ow 


n ease and look up the unfamiliar 
‘Hello Professor . . . in a recent 


Out the concept of self-help with 
- and I just wondered whether you 
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500-600 thousand members . . . and Canada and Japan both 
have large, small business lobby groups .. . however as I 
mentioned in my talk — Europe is different, exhibiting a strong 
linkage between small enterprise, large enterprise and govern- 
ment.’ 

(Hinduism programme) Student: ‘Yes, hello Dr ..., in your 
course I'm doing the essay on Hindu art and spiritualism and I 
find that I keep coming up against the problem that we've got as 
Europeans — that we describe other non-Europeans’ types of art 


as grotesque, coarse or very fine. I wonder how much you can 
... Could you 


apply European aesthetics to Hindu aesthetics. 

define what you mean by art in that essay question. . .? 
Academic: ‘Well you've certainly given me quite a difficult 
problem there [combined laughter]. Let me try to tackle them 
one by one. . . 
(Telephony programme) Academic: ‘This idea with children 
competing with telephones is something I hadn’t thought about 
— and I should have done — it’s a very good point — and I'd 
like to turn the thing around to you and ask if you have a howling 
child and a ringing telephone which one would you answer 
fRESE we 

Student: ‘I think probably . - - I would pick up the howling child 
and try to cope with both of them — the howling child first and 
then the telephone — and try to cope with both.’ 

Academic: ‘That's a nice compromise — but your basic point is 
totally legitimate — one of my problems is I don't have a 
telephone at home and I have never thought of the phone 
competing with children for the mother's attention — and that’s 
something I'm very grateful to you for bringing it to my 
attention . . . extremely grateful. 
(Design programme) Student: “Hello, my name’s Anne ee I was 
listening last week and was interested to hear you talking about 
the planning process - - - I've just discovered a lot of frustration 
— you spoke about leaving your work for a while, and then 
coming back to it with renewed confidence . . -I ve done that 
but I certainly haven't felt that little warm feeling inside . a 

Academic: I'm sorry Anne, if I gave the wrong impression — it 
takes a while to cultivate this approach — in one semester, we 
can’t open up that magic door to the world of design. . . but you 
should get a surprise by the time you get to the end of the course. 
Particularly when we start CO work in field groups in a few weeks 
time. As I have made the point to many students — more than 
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50% pass at credit level or better. . .” 

Student: “Yes, I just feel that not having done any courses like this 
before — and I've never had any drawing experience — so I’ve 
been thrown in the deepend.. .’ 

Academic: ‘It's a good place to start... yes it’s harder for external 
students because design is traditionally taught in a studio where 
students bounce ideas off each other — so the internals have a 
somewhat easier time.’ 

Student: ‘Yes, the isolation does cause a problem — you can't talk 
to anyone about what you're doing...’ 

Academic: ‘Yes, well hopefully when we get the class together at 
the weekend school — that a lot of these problems will become 
less difficult.’ 

Radio Presenter: ‘Yes, on that feeling of isolation we're doing our 
little bit with the radio Programme to beat that problem. . .’ 
Academic: 'T'm very much interested in this programme for that 
reason — it’s another way in which we can get in touch with the 
students...’ 

(Another) Student: ‘Hello Chris - - . towards the end of the talk 
you spoke about leaving room for individual expression, I was 
wondering whether you could elaborate on that idea a bit more 


and especially maybe give examples of city sub-divisions where 
that has happened. . | .’ 


Academic: "Yes Bill, next week my talk will feature that very 
question. . . but l'Il give a basic outline of that. ae ae 


Concluding Comments 


The 1986 ‘Talking to New En 
place to the joint commit 
non-€litist interactive dista 
advantage of the fact that the hi 
development. The momentum for success was giv 
subsequent enthusiasm of the academics and stu 


Monday evenings. The University has thanked them but not rewarded 
them in any other way. 


The project was repeated in 1987 with some improvements. The 
networking permanently included the 2NUR and 2ARM community 
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radio stations in Newcastle and Armidale. Dealing with a professional 
body, as opposed to a student body, has organizational advantages — 
radio is no exception. The change from the University of New England's 
student radio station to 2ARM provided not only professional broadcast- 
ing techniques but also better quality EM reception. This meant that all 
internal students in Armidale could tune in, as well as the Department of 
External Studies staff monitoring the programme. Programme link-up 
through Telecom was the responsibility of 2SER in Sydney who were 
closer geographically and personally to the key link in the project: the 
Telecom Sydney Operations Centre. By 1987 the style of the announcers 
was even more finely attuned to the academics. 

Some individual academics or academic departments broadcast a 
series of programmes with marked advantages in the subsequent 
student/teacher relationship. A wider range of academic disciplines 
became involved, and their positive support was an important factor in 
the University eventually making a continuing commitment to the 
project. Some academics were beginning to develop their on-air 
techniques in ways which encouraged talkback. The following responses 


in the 1987 academic evaluation illustrate this: 


There is no doubt in my mind that the talkback segment is the 
main attraction. Therefore the pre-recorded lecture should be 
limited to 20 minutes and the topic should appeal to as wide an 
audience as possible. I suggest the pre-recorded segment would 
be less stilted if it were in the form of dialogue — not scripted 
Id only be carried off by professional 
f dialogue that is carried on between 
dney is often more educative than 


dialogue because that cou 
actors. In fact, the sort O 
lecturer and anchor person in Sy 
the ‘lecture’. 

ways be sensitive to the specific 


I think that presenters ought al 
use it as just a ‘lecture’ 


advantages of the medium and not merely 
forum. 


ase the profile of external students in 
f teaching material was dealt with for 
project using one-way video with 
academic administrative hierarchy 
Il as by individual academics and 
profile of community extension 
87 academic evaluation 


In general, the project helped incre 
the University. Broadcast delivery © 
the first time. Subsequently, another 
two-way audio was supported by the 
(Deans and Pro-Vice Chancellor) as we 
departments. It has also helped raise the 
work. The following comments from the 19 
illustrate this: 
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These broadcasts, besides being an excellent teaching medium, 


are extremely valuable in their own right as extensions of the 
university role in the community. 


{They} provide an Opportunity to publicize the sorts of things we 
do to the broader community [sic]. 


On one occasion a call made by the Ma 
to a programme about city planning (o 
community response mentioned by the academic above. 

The University subsequently agreed that interactive broadcasting be 
a line item in the 1988 External Teaching Material Budget, which 
enabled an early commitment to fifty hours of air-time for 1988. This 
and perhaps more importantly 
University to Negotiate a more favourable broadcast cans 
This commitment allowed earlier 
to the potential audiences, including 
on-campus students in Armidale, as well 
roups (such as teachers and Bush Fire Brigades), 
depending on the programme, 
mmitment of resources by the University encourages 
Programmes, if not the Programme content itself, tO 
material. By second semester 1987, the 


i A 
: » some of the programmes were being 
integrated into the material. An ancient history course audio cassette to 


Introduce the teaching staff was dispatched to all students with a 
Promotion for the radio Programme. Another ancient history course and 


ir print materials to the content of 


emerged from the ‘Talking to 
many of the lecturers who took part 
insights into their own teaching and 
relationship with their students was put 
imension to their own self-assessment; a 
self-esteem. The same could be said 
Xpression skills. The added pressure of being 
seen as inhibiting, yet students asked a host of 
questions. No student ‘clammed up’ on aif. 
entertaining and anecdotal about their course work, 
through which much ‘healthy’ Conversation followed with their 
academics. However, it would be interesting to know more about those 
students who did not directly Participate because they felt nervous or 
inadequate about the experience. For the ones who did participate live 


New Engla 
in the broadcasts gained 
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talkback was a positive influence on the way they communicated about 
their work. 

Nowadays at the University interactive radio has been accepted as a 
legitimate delivery technique for course content. Academics and students 
alike find it an appropriate and enjoyable delivery mechanism and even 
the University establishment supports it. The ‘Talking to New England’ 
project is an example of how innovation can be successfully introduced 


into a conservative institution. 
Exactly why it succeeded when it succeeded is not difficult to 


identify in hindsight. There is no doubt that the time was right at both 
SER and the University for such a development. Equally important was 
nal structure of both arms of the project 
members to give a commitment above 
and beyond what could have been reasonably expected in both 
institutions. The philosophical commitment to non-élitist education 
demonstrated by the team’s actions and the project leader's rhetoric gave 


it a sound ideological underpinning. 
The wider message for distance education development work is that 


if the complex interaction of the historical environment, organizational 
structure and ideological commitment, which allowed the ‘Talk to New 
England’ project to succeed, occurs in other development projects, the 
possibility of success will be greatly increased. 


the non-hierarchical organizatio 
team, which encouraged the team 
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Teaching Distance Education 


Bruce King 


There were expressions of interest in a professional qualification for 
distance educators at the Fourth Biennial Forum of the Australian and 
South Pacific External Studies Association (ASPESA) in Perth in 1979. 
The South Australian College of Advanced Education (SACAE) made the 
first move and proposed a Graduate Diploma in Distance Education 
which the Forum endorsed. This was subsequently developed by the 
College and submitted to its local accrediting authority in April 1981. 
The course enrolled its first students in February 1983. This chapter 
considers the development and delivery of that programme. 

It is probably helpful to put the cart before the horse for a moment. 
The focus here is on the development process, but some introduction to 
the product will provide a point of reference in the following discussion. 


Description of the Graduate Diploma 


f one year of full-time study. It is only 
available externally and is normally taken part-time over three years. 
This is acknowledged in the course structure which consists of three 
year-long units, comprising between them some eight discrete modules. 
The modules were initially conceived and taught as separate units and 
were combined into their present form to accommodate changes to the 
College's academic calendar. The annual units and their modular 


components are: 


The course is the equivalent © 


Development and Design in Distance Education, incorporating 
Introduction to Distance Education 
Programme Development in Distance Education 
Instructional Design in Distance Education 


Critical Reflections on Distance Education 


Technology and Student Support in Distance Education, incorpor- 
ating 
Communication Technology in Distance Education 
Administration of Distance Education 
Student Support in Distance Education 


Evaluation and Project in Distance Education, incorporating 
Evaluation in Distance Education 
Distance Education Project 


The final modular component is double-weighted, in that expectations of 
Students are twice th i 


The Core Team 


The term ‘core team’ had no status within SACAE and was a matter of 
self-designation, Although many others were involved in 


ing the Process, determining not only what 
Purposes would be met, and arguing for 
y persuaded to work with them. Despite a 
ne member on leave for 
several months, the core maintained their control over the course 
development process throughout. The members of this group were 
initially Gary Willmott, Rosemary Luke, Ian Mitchel] and the present 


enjoyed a close professional 
relationship since 1975 as the two lecturers in Curriculum studies at the 
City Campus of the College. Their education 
similar, to the point where either worked easi 
developed by the other. They joined the di 


stance education group, 
having been responsible for a Graduate 


Diploma in Curriculum 
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Development which was largely taught by working with teachers 7 sitw 
as they undertook various practical projects. Both lecturers had 
considerable experience in producing external teaching materials with a 
strong applied focus, and drew heavily on adult learning theories, (e.g., 
Brundage and Mackeracher, 1980) and contemporary British approaches 
to curriculum theory, (€.g-> Stenhouse, 1975; MacDonald and Walker, 
1976) in their work. Willmott was the first Coordinator of the distance 
d major responsibility for it, both 
He left the College in mid-1984 to 
take up a senior administrative position within another institution; the 
present author was appointed Head: External Studies within SACAE in 
August of the same year, but continued to work in the team until the 
course materials were completed early in 1985. 

Rosemary Luke entered the programme on a short-term research 
contract, having previously lectured in English and librarianship. Her 
early responsibilities included the compilation and authorship of an 
annotated bibliography on distance education. Although intended to 
assist course planning, this was eventually distributed to students as part 
of the first set of course materials. Luke quickly acquired a comprehen- 
sive knowledge of current and available sources on distance education and 
assumed the role of editor within the group. Her incisiveness and 
authority on matters of presentation and style were accepted, and she was 
given final editorial authority over all written contributions to the 
course, Over her own objections, Luke was pressed into both writing 
course materials and teaching in the programme and was appointed toa 
lectureship in distance education in 1984. At the end of 1985 she left the 
College to become a teacher librarian. 

Most of the team were newcomers to the distance education 
fraternity in Australia. lan Mitchell provided the link with the 
personalities and practices of those we came to see as our colleagues. As 
Head of External Studies in one of the colleges subsequently amalga- 
mated as SACAE, he had initiated the proposal for a distance education 
course and participated in the planning process since 1979. His 
knowledge of the field was drawn both from an extensive range of 
personal contacts and several years as the foundation and executive editor 
of Distance Education. Although involved in the writing process, Mitchell 
moved quickly into organizing the teaching of the course and worked 
closely with tutors drawn from outside the core team. He is now the 
Course Coordinator of the programme. 

During early 1984 Rosemary Luke was on leave, and Anne Forster 
was appointed as the first Lecturer in Distance Education within the 
College. Her background included research at the Institute of Education- 


education programme and assume 
academically and administratively. 
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al Technology at the Open University of the United Kingdom a 
involvement in external Programmes in the New South Wa 
Department of Technical and Further Education, and at the Roya 
Melbourne Institute of Technology. Following Willmott’s departure, 
Forster exercised a shaping influence in the Philosophy of the pum 
team, drawing both on her formal studies in evaluation and se ; 
Passionate commitment to the liberating power of external study y 
students. In late 1984 she became Course Coordinator, holding the 
position until the end of 1985 when she moved to Canada. 


The Course Team Process 


In the planning which preceded accreditation it was agreed that a 
Graduate Diploma would be produced using a course team approach. 
Two things need to be said about this decision: first, it marked ; 
significant shift in Practice for SACAE, in that hitherto most pon 
materials were prepared by individual academics, working alone; secon i 
the group was initially conceived of as being quite large, involving a 
who would make a contribution to a given unit, including personne 
from outside the College. 


The group process prevailed, but it tended to be dominated by the 


two meetings. The 
drawing on a wide ra 
preferred to make t 


There was a number 
all those in the course team should acce 


y firm view of the quality of course 
and was determined that the course 


materials should be both attractive and accessible to students. Those who 
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became members of the core shared Willmott’s perspective and were 
prepared to ensure that his view of the quality of the proposed course 
prevailed. 

Fourth, dissatisfaction with the first contributions to the materials 
produced under contract reinforced the growing view of core members 
that quality would come from exercising much greater group control over 
the drafting of course materials than contracting allowed. Perhaps too 
much had been expected of contract authors working in isolation. This 
further constrained participation in the group working on the award. 

Fifth, the actual drafting process adopted under the notion of group 


responsibility was intimidating, particularly as participants had little or 
f peer appraisal it involved. This may have 
simply been too threatening for some. While the core team came to value 
and even enjoy the group review process, it was stressful for those who 
made early contributions. Despite attempts to handle the review of 
materials in a sensitive manner, it was simply the case that the core were 
using a process they had adjusted to over time and which, for others, was 
more direct and critical than they may have expected. Further, through 
their shared experience core team members had reinforced personal 
friendships and the normative commitments they had to the programme. 
Critical exchanges were less likely to threaten them as individuals. 

The stress for newcomers tO the review process was exacerbated by 
the speed at which the core team worked. Consciousness of limited time 
was ever present, and with experience the group became skilled at 
collective editing under pressure, often working and making shared 
decisions at a rate which others, new to the group, could not match and 
found disconcerting. In part, of course, the core team had developed 
shared understandings and communication short-cuts which made their 
work both more efficient and less accessible to an outsider. In retrospect, 
this seems a critical component of the kind of creative process under 
study. : 

The notion of collective responsibility involved an understanding 
that decisions about the programme would be group-based. Further, the 
team would all be designers, authors, editors, transformers, teachers and 
administrators of the course. Two comments are necessary here. First, 
within this collective model some members had special responsibilities, 
for example, Luke acted as 4 team member and then subsequently 
undertook final editing responsibility. Similarly, the course coordinator 
was officially responsible within the College structure for administration 
of the course and often had to take decisions with minimal consultation, 
although these were rarely contested because of the shared perspective of 
the group. The Coordinator also chaired meetings and was expected to 


no experience of the elements © 
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exercise some leadership within the team. Second, the roles fused over 
time. Members became adept at incorporating design and transformation 
considerations into their Own writing and in the group review of draft 
material. 


The writing and review Process involved the following steps: 


l ateam would be gathered to prepare an individual unit; 

2 one member would assume responsibility for managing the 
meetings, for example, convening the group, arranging 
photocopying, etes q 

3 there would be an attempt to take decisions on the structure an 
general approach of the unit; 


individuals would nominate for (or be pressured into) writing 
tasks; 


4 


5 at subsequent meetings the group would review and comment 
on drafted materials (and this was frequently done at first 
sighting); 

6 the writer would rewrite the materials in the light of comments 
made, or another team member would take over the redrafting; 

7 the materials as improved would be subjected to a further 
review, although sometimes at this point they were rejected; 

8 there would be a further tight edit undertaken outside the 
group and, depending on available time, the manuscript would 


: : $ t 
be either brought back to the group for a final review or sen 
Straight for typesetting. 


From what has been said above, and because of its nature, the process 
generated a degree of conflict, although less than might have been 
expected because of the cohesiveness in the core team. The judgment of 
those involved was that the approach adopted was successful on at least 
two other counts: the Course materials produced were very well received 
and the process was a most powerful professional development exercise. 


There were drawbacks, however. Conflict and the difficulties 
associated with new members 


persistent was fatigue, the pro 
do it, and the knowledge that with the 
be taught as the next cycle of develo 
when Preparing the Administration 
members were almost too tired to fun 


completion of every unit it had to 
Pment began. On two occasions, 
and Student Support units, core 
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Part of the trouble was that staff were overcommitted. At SACAE 
staff workloads are based on students taught, and no allowance is made 
for the development of teaching materials. Such overload may be 
inevitable in periods of limited resources, particularly if one accepts that 
people with the necessary energy OF enthusiasm for development projects 
are likely not to be underemployed when new ventures are proposed. 

The fatigue problem was most evident when the core team faced the 
last major undertaking, preparation of the unit Student Techniques in 
Distance Education. There was no real agreement on what we should 
attempt to cover and a total lack of ideas for some conceptual framework. 
The group faced a real tension between our theoretical perspective and 
confidence in our students and the weariness and sense that we just could 
not do it all again. The resolution of this dilemma is discussed later. 

The relationship between the course team process and the 
membership of the core group was very close. Because of this, change was 
to be expected when its membership altered. Comment has already been 
made on the difficulties facing new members of the course team. The 
hegemony of the core group Was such that newcomers tended to adapt to 
the existing process of be bypassed by it. On one occasion at least 
‘outsiders’ joined together in a de facto sub-group in an attempt to 
maintain a degree of control over their intellectual product, and so 
manage their contribution to the course development process. 

Furthermore, there was 4 discernible shift in emphasis when Anne 
Forster replaced Gary Willmott in 1984. Forster brought a new 
perspective to the award and was a significant influence on the rest of the 
group. Her specific contributions included the advocacy of a much 
stronger and more applied focus on evaluation within the course, both as 
content and process, and a deep personal commitment to supporting 
students towards the personal liberation and goal realization distance 
education affords. The team would have contended that these were both 
major emphases in the award from the beginning, but this would have 
reckoned without Forster's commitment and advocacy. She moved the 
team from an intellectual commitment to distance education and a 
preoccupation with developing a course which would be favourably 
received towards better, practical and interactive distance teaching. That 
she did so, and maintained the close ties of friendship in the group, 
further underscores her considerable personal and professional strengths. 

If one may be permitted @ generalization which both oversimplifies 
individual contributions and reveals a major truth about the course team 
process, Willmott and King provided the focus and determination which 
were necessary to get the Graduate Diploma up and running, while 
Forster and Luke modelled how we should work with our students. 
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Ian Mitchell's role was rather different. He was the one member of 
the group who had any standing or was even known in the distance 
education community when the course was mooted, and we relied on his 
knowledge and extensive personal connections. It was very much in 
keeping with his personality and commitment to the field that he both 
accepted and supported others shaping the course; indeed, his commit- 
ment to delivery of the Prepared units made the continuing development 
Process possible. Mitchell understood that the rest of the team did not 
know as much about distance education as might have been expected of 
them, given the task they were undertaking, By gently seeking to extend 
the boundaries of what was being addressed, in particular in relation to 
the academic and research expectations we had of students, and avoiding 
obtrusive reference to mistakes being made, he both influenced and gave 
licence to others who 


Finally, there was a serious commitment on the part of the core 


possible in some instances to address a specific point of concern, such as 


This process was largely 
reactive, although the team actively sought student comment. For 


students who were experienced practitioners, for instance, one student 
was interviewed as part of a group of expert Practising instructional 
designers in Unit 3. Third, there were student representatives on the 


Planning Committee of the award throughout, who acted as sounding 
boards for course developm 
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Design Decisions 


Both prior to accreditation and in the early weeks of planning the 
Introduction to Distance Education unit, decisions were taken which affected 
the whole award. In retrospect it is difficult to explain some of them. 
Often quite pragmatic arguments prevailed, yet the decisions were 
consistent with the educational stance of the course team members. This 
may be explained in part by the sometimes unspoken but nonetheless 
shared understandings we had about what the group was trying to 
achieve. 

The three most important determinants of the decisions taken were: 
the political judgment that an in-service rather than pre-service course 
would receive widest support in the field; a view of our likely clientele, 
informed by a perspective on adult learners; and a commitment to 
producing course materials which were of very high quality. The last of 
these was very much a product of the group's desire for legitimacy; we 
shared the view that a potentially critical professional community would 
determine the success of the award very much on the basis of the quality 
of the first set of teaching materials produced. Our collective fear was the 
judgment that the College had taken upon itself the task of providing 
in-service for the field and then failed to match the quality of course 
materials emanating from other institutions. 

There is a tension between these three shaping elements and the 
&roup was very conscious of this at the time, for instance, the potential 


conflict between our preoccupation with the course materials and the 


commitment to students shaping their own study goals through the 
olved. Our stance was that 


programme. The tension was not res 
Curriculum development necessarily involves an accommodation of the 
ideal to the practical, that the quest for perfect solutions to developmen- 


tal problems is misconceived, and that our approach should be as 


defensible as possible. 


Equally there were positive relationships between the three areas. 


For example, in considering potential students, it appeared likely that 
enrollees would bring very different levels of sophistication as distance 
educators to the programme. This was consonant with our view of an 
in-service course providing opportunities for students to meet a range of 
professional needs of their own determination. Further, it related to 
design decisions about the course materials, including the need to 
provide alternative study pathways and responsiveness tO students’ 
proposals to vary aspects of their programme. Thus the major 
determinants of design decisions existed in a dynamic tension, reflecting 
the need to marry practical and educational considerations without 
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conceding some overall coherence and defensibility. 
Some of the decisions taken were: 
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1 


in relation to the quality of materials 


a 


b 


materials would be print-based, typeset, and packaged in a 
coordinated set of purpose designed loose-leaf binders; 

each modular unit would be structured differently, to 
demonstrate a range of presentational, methodological and 
assessment techniques; f 
the course materials would be conceived as a set z 
professional resources, to be retained by the student, an 
embodying exercises and models which could be applied in 
a variety of distance education settings; f 
the print materials would be complemented with a range © 
non-print media; and 

materials would be visually attractive, accessible to readers, 
and provide a production standard within the field; 


in relation to perceptions of students 


a 


students would be distance education practitioners with 3 
diversity of special interests, in fields like teaching, 
administration, graphic art, instructional design; ; 
students would reflect the range of distance education 
applications, e.g., schools of the air, primary and secondary 
correspondence education, universities and colleges, tech- 
nical and further education; 


students would have very different levels of understanding 
and skills in distance education; 

students as experienced practitioners would wish to be 
valued, have their expertise acknowledged, and be trusted 
to exercise autonomy and professional responsibility in 
relation to their own study programmes; 

traditional power relations between staff and students 
should be broken down as much as possible; 

each student should be expected to develop professionally 
through the Programme and, while no status or exemption 
would be granted, could Negotiate study outside that 
provided in the course materials, or pursue different paths 
within them; 
students would be encoura 
materials; and 

attempts would be ma 


de to engage with students beyond 
the conventional tutor- 


student relationship, for example, in 
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organizing conference participation, assisting with publica- 
tions, and encouraging open dialogue with students as 


professional equals; 


3 in relation to the in-service nature of the course 
a the course materials should provide both flexibility and 
support such that students could pursue interests at levels 
h their professional experience; 


commensurate wit 
at all educational levels 


b the experience of practitioners 
should be valued and acknowledged within the course; 


¢ the course would be available only to practitioners, 

d all practitioners would be exposed to the experience of being 

an external student through the course, 

students would be encouraged to undertake applied assign- 

ments within their own professional contexts; 

f students would not be required to attend on-campus at any 
point in the programme or in any other way cut across their 
vocational and personal commitments beyond the necessary 
allocation of time and energy demanded by their chosen 
study programme; 

g assessment requirements would be varied to meet the needs, 
interests and previous experience of individual students; and 

h the course would provide opportunities for students to 
clarify their personal learning goals and reflect on their 


progress towards achieving them. 


Development of the Modules 


Introduction to Distance Education 


There were three notable features of the development of this unit: first, 
the course team was conscious that many of the decisions they were 
taking related not only to the unit, but to the whole programme; second, 
the process of course team activity for the programme was established 
through the development of the first unit; and third, the notion of 
contracting authors to prepare unit materials, which had been strongly 
argued for during accreditation, broke down in practice. 

Much of the course team work for the first unit was also about 
planning for the Graduate Diploma as a whole. A number of the design 
decisions discussed above were tested immediately. For instance, having 
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determined that the course would be prepared for people currently 
employed as distance education Practitioners, our conception of the range 
of professional activities which might be covered in the course was 
challenged. Would we, for example, accept public radio broadcasters or 
tutors based on remote cattle stations as students? Conversely, additional 
commitments were entered into which locked the course team into 
Particular approaches for the rest of the programme. For example, me 
decision to package course materials in a series of four specially designe 
ring-binders involved graphic art, structural and purchasing considera- 
tions to cover a three-year period. 


: : a 
The need to be conscious of the entire process of development was 
source of chronic stress. Des 


members had considerable uncertainty about the approach and likely 


i €avour. The political dimension, 
and ‘political’ is used here in a very br 


the dominant 8rOup to protect their ow 


be damned. 


As indicated earlier, there was some reinforcement for the 
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concentration of control in the hands of the core team by the early 
breakdown of the proposed contracting system for producing materials. 
The most serious criticism was that the material presented was heavily 
didactic and did not fit at all well with the commitments made to 
respecting the experience and expertise of students. Our view was that 
the students should be able to locate themselves personally and 
professionally within the course through the first unit, and be assisted to 
develop their own strategies for using the Graduate Diploma to meet 
their own legitimate needs. As a result, a new section was planned, the 
‘Autobiography of a Distance Learner’, which came to comprise the first 
third of the module. This provided a series of structured activities to 
assist students to reflect on their personal and professional circumstances, 
reasons for taking the course, learning styles, vocational goals and 
strategies they intended to adopt for achieving success — however they 


defined it — throughout the programme. 
The course team quickly realized that the time available for the 


development of each unit module did not allow for such reworking of 
Proposed content. Further, there were some aspects of the proposed 
course on which they had a considerable agreement and about which they 
would rather take on additional workload than compromise. An 
important dimension of this understanding was the recognition that 
agreement on process, on the approach to be taken in the module, was 
more important than being clear about the content. 


Programme Development in Distance Education 


e drafting of the module, as other 
Course team members turned their attention to teaching Introduction to 
Distance Education. The result was their attempt to apply the work they 
had been doing in curriculum studies to distance education, and in some 
Ways it is the most conventional section of the Graduate Diploma 
programme. This is particularly so in relation to its structure and 


Presentation. x 
The content was more interesting and constituted something of an 


assault on the field. It drew on a series of five propositions which have 
been discussed elsewhere (see Willmott and King, 1983) and can be 


restated in the following mannet: 


Willmott and King undertook th 


1 There is no coherent general theory or broad paradigm of 
programme development in distance education. The field needs 
to develop conceptual schemes for drawing together its 
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fragmented literature and guiding research and practice. 

2 The literature on programme development in distance educa- 
tion draws upon the limiting traditions of instructional design 
and educational technology. The field would be better served in 
this regard by a curriculum theory which embraces a wider 
range of concerns and treats them as problematic. ~ 

3 Programme development in distance education is pars eae 
by a series of myths and untested assumptions which mos 


_—— eee 


The justification problem 
Is this distance education 
Programme justified? 

On what grounds? 

Who accepts justification? 


The stabilization problem 
When will Support systems be 
removed? 

How will programme be 
integrated into the routines of 
the institution? 

What ongoing evaluation 
strategies will be used? 

What is the long-term future 
of the programme? 


The development 
problem 


What initial action 
commitments will be made? 
On what information or 
assumptions are these 
made? 

What are the planning 
problems? 

How will the programme be 
designed? 

How will development be 
organized? 


Criticism 
Monitoring 


Evaluation 


Feedback 
Judgment 


The implementation 
problem 


What support is required to 
commence the programme? 
Are early adjustments 
needed? 

Will change be made to the 
programme following trial? 
What problems occur in 
practice? 


The transformation 
problem 

How do distance students 
learn? 

What kind of learning 
materials and interaction 
Strategies will bring about 
learning? 

What specialists must be 
assembled? 

How will teachers gain insight 
into received curriculum? 


This diagrammatic presentation shows the five problems as components of the total 
process and the key questions associated with each. The model identifies a sixth 
concern in programme development — that of evaluation — and this is shown to 
pervade all programme development activities, 


Figure 7.1 Programme der elopment in distance education 
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analysis fails to acknowledge and examine. There are important 
questions about the legitimation and justification of distance 
education which should be of concern to programme developers. 
Existing analyses of programme development in distance 
education fail to acknowledge the significance of post-imple- 
mentation procedures characteristic of successful innovation. 
5 To a large degree the literature on course design in distance 
education is either unknown or ignored by practitioners, 
probably because it fails to recognize the realities they face. 


Using the propositions as points of departure, the authors proposed a 
conceptual framework (see Figure 7.1) as one possible way of making 
explicit the critical tasks, problems and relationships which exist in 
programme development in distance education. Its rationale will not be 


rehearsed here (see Willmott and King, 1983). 
The conceptual framework provided the structural basis for the 


module. In retrospect the diagrammatic representation suggested a 
simplicity and linearity of approach which might better have been 
avoided, although the text stressed the complexity of issues, their diverse 
interrelationships, and the problematic nature of course development 
decisions. 

Two comments should be made about the application of this model 
to development of the Graduate Diploma. First, it was very much a 
reflection of the kind of deliberations involved in preparing the first 
module. This continued to be true for the remainder of the course 
development process. Secondly, the consideration of problems and 
generation of strategies for dealing with them at no stage conformed to 
the sequential scenario offered in the model. Rather, decisions were taken 
in the light of a range of concerns which frequently cut across @ number 


of the identified problem areas. 


D 


Instructional Design in Distance Education 


Because of the theoretical stance outlined above, the course team did not 
want a unit on instructional design. It was included in the award at the 
insistence of the Accreditation Committee. Initially nobody wanted to 
draft the materials. In the attempt tO find solutions to our own 


discomfort, some quite bold design decisions were taken. These also 


addressed other issues. 
For the first time we were CO 
that some part of our clientele wou 


nfronted with the certain knowledge 
Id have considerable expertise in the 
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substantive area of the module and it would be necessary to sting agin 
hugely different levels of sophistication between students. Further, t : 
team were strongly of the view that any approach to designing distanc 
education which did not have a focus on the preparation of ee 
materials ignored the realities of the field. This took us well outsi é 
conventional instructional design approaches but was in strong T 
with the transformational principles of MacDonald-Ross and Waller 


z ; $ a oe the 
which had assumed considerable influence in our thinking about 
course, 


The design strategy adopted involved the preparation of three 


: : ood 
discrete sections. The first was intended for students who sought a good, 
standard introduction to 


z rae . first 

section had two distinct strands to meet these different needs, The ad 
z i c 

strand was a twenty-page guide to an introductory text. The se 


» "Ape transcripts and a general commentary on os 
interviews, ‘Practising Instructional Design in Print was the sage 
section and covered planning, writing, transformation, review p 
editing, binding, packaging and assembly of print materials. It T 
print-based, with a tape-slide presentation and a display of Sap 
print-based materials prepared by individual practitioners which demon 


‘ ‘ ve ittle 
strated a range of cheap, non-technical strategies requiring li 
professional expertise, 


Students were given the option of doing specified assignments from 
any two of the sections or negotiating a single assessment on any ee 
of interest to them generally relevant to the area. Within the ey 
assignments there were both Opportunity for directly applied study 3 
considerable difference in the level of sophistication required, alchoug? 
all assignments were equally weighted. 

The materials res 


X z i ‘fferent 
quirements by studying quite differe 
accomplishment at the student's OW 


existing external teaching practices at SACAE. 
This module also marked the e 


- F rs 
nd of attempts to contract autho 
from outside the College. The 


4 >en 
problems encountered might have bee 
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predicted: failure to meet time-lines, incompatibility of what was 
provided with the orientation of the in-College course team members, 
and obstacles to participation by the external author created by his own 
institution (which saw itself as a potential competitor). The decision not 
to use the contracted materials created a substantial problem for the 
team, all of whom found themselves unexpectedly pressed into designing 
and drafting sections of the course. Major assistance came from Ted 
Nunan, who developed the notion of different study paths, and the 
External Studies Unit, with both the senior academics, Graeme Speedy 
and Deane Hutton, taking responsibility for sections of the materials. 
Rosemary Luke added course writing to her editorial responsibilities. 

In part the burden was one of the team’s own creation. The decision 
to contract authors had been taken before the core team had emerged and 
asserted their control over the programme. It was very much a matter of 
unwillingness to compromise with their own standards. The delays in 
submission also enabled the core to consider strategies for dealing with 
the diversity of student experience in the area. The failure of the 
contracting process had two consequences: first, the core was left to 
develop the rest of the programme, and second, it could no longer avoid 
more conscious planning of the modules before drafting commenced. 


Communication Technology in Distance Education 

This module is remarkable for the fact that the course team agreed to 
present the instructional content on video-tape, which may have been the 
worst design decision taken. It has been subject to the greatest 
modification following its initial offering and is in the process of major 


revision. 


The decision to base the module on a three-hour video tape was 1n 


keeping with a determination to model a range of delivery techniques, a 
desire to be innovative, and the availability of a staff member with 
considerable professional expertise in video production. The core team 
was very inexperienced with the medium, however, and unaware of the 
constraints involved. There were communication problems, arising both 
from the difficulties of the inexperienced trying to control the technically 


expert and the obstacles to close contact between staff working on 
the core were unaware of the limited 


n of a complex video production and the 
d tape duplication. In short, the core 
als. Our difficulties were compound- 
e, a section on computers 


different campuses. Further, 
Opportunities for editorial revisio 
time involved in post-production an 
lost control over the teaching materi 
ed by the nature of the content (for exampl 
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rapidly became embarrassingly out-of-date) and overestimating the 
accessibility of the materials to students (for instance, nearly all students 
had indicated they had access to a video-recorder, but the team failed to 
recognize that this did not mean regular or convenient access). 

The module was the least satisfactory overall. Core members were 
reinforced in the belief that if their view of necessary standards were to 
prevail, control of the Process could not be allowed to move outside oe 
group again. One does not need the wisdom of hindsight to be aware 0 
the objections which could be raised to such assertions of the need for 
control. The stance of the core team was very much that of the need 1o: 
maintain control to avoid prescription of content and inflexibilities for 
students. We saw a necessary disjunction between ends and means. 


Administration of Distance Education 


This module was largely written before the course team could find an 
intellectual framework withi 


The final product reflects 


at was missing was any sense of the overall structure or intellectual 
is some irony in this, given the 
greater control over the direction 
although the frustration members 
livery of Communication Technology 


appropriate study paths created 
interests. 
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for the non-solution of passing the problem on to students. The decision 
was taken to make no attempt to bring the six components into some 
Coherent whole, but to emphasize their separate concerns. Students were 
invited to select any two areas and to undertake an applied exercise in 
each. Despite their different emphases, levels of sophistication and 
demands made on readers, the six sections were treated as equal. This 
decision was not taken as casually as it might seem. Members recognized 
that the areas had equal potential to allow students to pursue matters of 
interest and professional relevance to themselves. 

Subsequent evaluation supports the design decisions taken. Stu- 
dents were not bothered by our lack of conceptual clarity. Without 
wishing to diminish the force of that support, it is worth emphasizing 
that at best the design of this module was the result of a search for a way 
to capitalize on educational difficulties. 


Evaluation in Distance Education 


College staff who had 


This module drew heavily on the expertise of other 
programme, but was 


not previously worked in the Graduate Diploma 
shaped and tightly controlled by the core team. It is more coherent than 
the sections which precede it, and models the view of the Programme 
Development module that evaluation is central to planning and teaching. 

R A particular strength is the assessment activity, which is embedded 
in the substance of the module and establishes an unambiguous 
connection between content and process. Students’ reactions to the 
module are more rigorously sought through an inbuilt monitoring 
instrument. The centrality of evaluation in course planning is highlight- 
ed by a recapitulation of activities undertaken by students in each earlier 
module which were evaluative in nature. In essence, there is a movement 


from the stance of the course thus far, which might be characterized as 


Opening up issues and providing opportunities for students to engage 
obliging students to 


with them both reflectively and in application, to 
identify and come to terms with issues as they arise from their own 
Practice. The difference is one of degree b 


There were excellent contributions 
entered into the course team process wholeheartedly. However, the 


review process became tao daunting and two of the outsiders formed a 
Sub-group, preferring to work on one aspect of the module on their own. 
Another felt unable to make deletions from an analysis of theories of 
evaluation which the core felt unbalanced the module through its length. 


The section was reduced by about one third by the present author, but 


ut it is there. 
from staff outside the core who 
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the original contributor was clearly dismayed by this aspect of the group 
process. ; 

The assessment activity guides students through the planning of an 
evaluation exercise in their own field, and is possibly the best example of 
teaching by involving students ina process offered in the course. 


Student Support in Distance Education 


This may well be the most satisfactory module in the course. Yet the core 
team was so overstressed at the point where its development was 
scheduled that it was decided to produce the Evaluation unit first, out of 
Sequence, using the expertise of other staff. A 

The support module is notable for the following: considerable time 
was again expended in attempting to find a structure for the materials; 
the orientation of some of the course team changed markedly during the 
development process; working on the materials became so engrossing 
that we had consciously to avoid recommitting the contents of earlier 
modules; it was during the development process that many of our own 
ideas and practices were clarified; and finally, the module is so different 
from where the programme started that it would be better located at the 
beginning of the Graduate Diploma. 

If we had experienced problems in finding a coherent framework for 
earlier modules, they were as nothing to the difficulties which now 
confronted the group. The team met for hours over several days in an 
attempt to find a structural framework and orientation for the module. 
There were quite different perspectives on what we should be doing- 
Unfortunately, the view which ultimately prevailed was not clearly 


; ; s 
understood in the early weeks and for some time members talked at cros 
purposes. 


In introducing the module to 
outlined some of the 
discussions: 


e 
the first group of students, kE 
matters which had been important during OU 


l1 we wanted to reflect adult learning theory in our own teaching 
to the greatest possible degree; 

2 we hada commitment to modelling quite different approaches 
to written materials with each module; 

3 we had been very conscious of the different interests of ouf 
students, some of whom worked with children and others with 
adults, and our concern was to maximize flexibility; 

á we wanted an approach to the materials which allowed us t° 
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raise issues without having to treat them in an equally thorough 
manner; and 

5 we wished to avoid the suggestion that the area lent itself easily 
to some comprehensive theoretical overview. 


This suggests a greater clarity than initially existed. At first we had 
sought an overview and wanted to provide students with a comprehensive 
and up-to-date perspective on student support. It was also the case that 
while team members were not complacent about the degree to which the 
Graduate Diploma had been responsive to meeting students’ perceptions 
of their own professional needs, most were proud of what had been 
achieved in the programme and believed its general orientation was 
sound. Anne Forster challenged us to take a more radical stance. Her 
view was that members had not yet grappled with their own conceptions 
of distance education and that this was evident in the way students were 
regarded. Further, if there was to be any change, this module provided 
the last opportunity. 

The difficulties in finding some direction became so acute that, as 
Course Coordinator, | attempted an assumption clarification exercise 
which was referred to above under the heading ‘The Course Team 
Process’. While this made some of our attitudes to the programme more 
explicit, it did not resolve the block members were experiencing. ; 

Progress was first achieved with a decision on the nature of 
assessment within the module. The team had been impressed by the 
work of Barbara Comber, from the College’s Graduate Diploma in 
Reading and Language, who had experimented with assessment based on 
Correspondence with individual students (Comber, 1983). We agreed 
students would be asked to establish areas of interest for themselves and 
to write their tutors four letters during the teaching period about what 
they were learning and any other related matters. The tutors would write 
individual responses, and participation in this correspondence would be 
the sole basis for determining assessment, which would be in the form of 


4 non-graded pass. 

Secondly, and soon afterwards, the group began to understand 
Forster's criticisms. In module 2, Programme Development, we had argued 
against adopting deficit approaches to distance education, for example, 
by assuming that the course materials were the sole determinants of the 
learning experience and had therefore to be as near perfect as possible. 


This was very close to the stance we were taking with the present 
module. We decided to require students to become more self-directed 
than earlier modules had encouraged or allowed. Further, we wanted to 
alter the staff-student relationship tO make it more collaborative and 
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exploratory than before. These decisions have been discussed elsewhere 
(Forster and King, 1985). 

There was still the problem of how to present the various resources 
we believed students should receive. We adopted the approach taken in 
relation to assessment for the rest of the module. All the content would 
be in the form of letters to the general student group from individual 
staff. There would be no attempt to present comprehensive treatments of 
various issues, or to relate the letters one to another. In some instances 
this would happen, but only because the author concerned chose to do SO» 
Contributions would vary in length, focus and approach, depending on 
the interest of the lecturer concerned. 

This was a new stance for the group. Previously all materials had 
been presented as products of the course team. Members would this time 
be exposing themselves as individuals. The group review process was still 
retained, however, although the attention given previously to consist- 
ency of style and approach no longer applied. The approach liberated 
members of the course team. There was no attempt to produce the 
definitive contribution; rather, as individuals we took chances and tried 
to communicate our interests and enthusiasms to students. Often the 
substance of a letter from another member of the team would stimulate 
each of us to write something else. There is little doubt that the team 
found the module easier to write for than had prėviously been the case, 
once this stance was adopted. : 

Two things happened as a result. First, some of us began to realize 
the satisfactions of a new approach to distance education. Despite 
long-standing involvement with external students, the genuinely 
interactive approach had both intellectual and social rewards which some 
had not previously found in their distance teaching. Second, baer 
initially realizing the implications of our stance, and as a result O 
Forster's gentle insistence, the group was reconceiving distance education 
as support for students who faced a particular set of problems 1^ 
achieving their personal study goals. 

Another aspect of this approach was that it contributed co the 
breaking down of barriers between staff and students. By writing 4 
individuals rather than a 8roup, a personal dimension was added to the 
course materials. This brought the core team closer to the collaboration 
with students as equals it desired and espoused, but had found difficult 
to achieve. Further, it was a much more honest communication. Th¢ 
covert message of much distance course writing is: ‘As your tutor, I have 
a thorough grasp of the field, which I am presenting here in a form yon 
will be able to manage, and with exercises and assignments at points 
which will reveal to me how well you are mastering and applying tia 
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material I am opening up for you.’ The message of the materials in this 
module was closer to: ‘I think this item is relevant to the general topic of 
the module. What do you think? Do you want to pursue it any further?’ 
This may overstate each position, but the team felt they were closer to 
the second stance. 

We tried to be honest about our own uncertainties and described 
the difficulties we had been having in our attempt to establish a 
conceptual framework, including the reasons for ultimately rejecting it as 
a legitimate undertaking. The assumption clarification exercise had not 
solved our problem, but it did make clear a number of attitudes team 
members had to our students and as such seemed potentially useful. Ic 
was described in one of the letters, and students were invited to reflect on 


its possible application in their own situation. 


Distance Education Project 

This double-weighted module had been the subject of longest planning 
in the award, having been the subject of considerable discussion during 
the accreditation process. The course materials are briefer than for any 
other section yet they represent the culmination of the educational 
Intentions of the programme. i 

It had been agreed from the very early stages of course planning that 
a substantial part of students’ work in the Graduate Diploma would be in 
the form of an applied project in an area of professional interest of their 


own nomination. The Assessment Committee during accreditation had 


been concerned about the degree of supervision possible in the distance 


mode, and the group had agreed to adopt a process of regular reporting to 
meet such concerns, although at the time the module was prepared our 
emphasis was more on negotiation and collaboration than supervision. 
Three factors in particular shaped the approach taken. First, the 
evaluation module provided a successful model of structured and 
Supportive guidance through project planning activities. Second, one 
Student had already completed the project under special arrangement, 
having taken an overload in other modules to complete the course ahead 
of schedule. In determining the approach to be taken with him, the team 
had already considered the emphasis to be given to research method- 
ology, the range of approaches which might be acceptable, likely areas 


for investigation and the methods of assessment. Finally, the very 
Positive response of students to the high degree of interaction with tutors 
In the Student Support module gave staff good reason to think that 
communication and negotiation would be a strength rather than a 
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difficulty in this final course component. 

The purposes of the module firmly establish it in relation to the rest 
of the course, in that it aims to provide an experientially-based 
component which enables students to: 


reflect on their total experience of the course, while interpreting 
issues relevant to their professional role in distance education, 
select and frame a distance education project which will contribute 
to their professional growth in the field, , 
develop and apply a set of skills in project planning, systematic 
application to project goals and project completion, and na 
to pursue, with supervision and through negotiation, a specific 
project in the field of distance education, and to submit the results 
of the project for assessment. 


Each student's proposal was vetted by an approvals group, comprising 
members of the core team, who then assigned a supervisor competent tO 
Support the individual in the nominated field. In some instances, ae 
the intended project required specialist expertise outside the scope O 
members of the course team, an additional external supervisor was 
nominated. The final project reports were assessed by the supervisor and 


re 
an external assessor, who reported to the approvals group. Reports we 
then forwarded to the students concerned, 


Reflection on the Development Process 


i : te 
In retrospect the rationale for course development in the Gradua 


Diploma in Distance Education appears to have been based on: 


A : . ange of 
a concern to improve practice, both through modelling a range 


strategies in the delivery of the course 
for students to reflect on the 
it; 

a rejection of the familiar, rule 
to course development; 


rae neste y of 
adoption of a curriculum model which identified a broad range 
areas which would impact upon course development decisions; T 

k ; ich thu 
an acknowledgment that the broader range of issues which th 


F 1d as 
became a concern In course development should be treated 4 
problematic; 


idi ities 
and providing opportuntt i 
ir practice and attempt modifications 


, ; Bey. ach 
-based instructional design appr? 


Race : areg in 
a determination to apply precepts from adult learning theories 


: : ; the 
the design and delivery of the course, particularly 19 


118 


Teaching Distance Education 


acknowledgment of the expertise of our students; and 

a commitment to taking decisions which, in the language of 
Stenhouse (1975), were intelligent, thus making best use of the 
information available to us at the time. 


Course team members were aware of each of these elements during the 
development process and saw their stance as differing from much of the 
practice and precept of the field. What was missing, I suspect, was an 
acknowledgment that one teacher-dominated model had been replaced 
by another, albeit one which was more liberal and open to student 
concerns. In this there was a disjunction between the aspirations of the 
group and the practical consequences of the approach adopted, and 
members were not initially aware of this. We were unintentionally 
taking decisions on the basis of a too limited perspective. 

The course development strategy altered about two-thirds of the 
way through the process. Course team members may not have fully 
appreciated how they were changing the ‘curriculum’ model they had 
initially adopted. The change in strategy began during the drafting of 
the Evaluation module, but had a significant impact on the group’s 
practice when, during its delivery to students, tutor-student interaction 
became more genuinely interactive. This coincided with the develop- 
ment phase for Student Support, during which the team came to terms 
with the altered directions in which they were moving. The difficulties 


experienced at that time within the team may have resulted from a basic 


misunderstanding of what was happening. Those who had been with the 
award longest regarded the changes being proposed as extensions of the 
stance they had already taken, that is, more ‘freedom’ would be extended 


to students. But this was not what was being suggested, and it took some 
of us several weeks to understand that what was sought was a new basis 
for legitimating the course development decisions we were taking. 

Thus far the decisions were legitimated not by recourse to rules of 
Procedure, as in the instructional design approach, but by a view of what 
Constituted appropriate behaviour for tertiary teaching staff, which 
affords a more comprehensive, subtle and sophisticated basis for 


judgment. Nonetheless, whatever its refinement, the curriculum 
„ill count as valuable knowledge and 


approach still establishes what w 
appropriate ways of acquiring it within the constraints of the expertise of 


the academic staff involved. 
What Anne Forster was asking us tO contemplate, and what the rest 


of us gradually came to understand and value, was that if you believe that 


the knowledge of the field rests with the experienced practitioners, then 
determining what is important tO study cannot be dissociated from 
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Practitioners and the context in which practice is displayed. This 
becomes a real problem when designing a course for practitioners in 
diverse fields and with a range of professional interests. Practice is 
difficult to talk about without contextual knowledge and ‘thick 
description. Understanding comes from the meanings found in the 
practice of mature and experienced professionals when comprehensively 
described and subjected to informed reflection. It does not easily lend 
itself to the establishment of commonalities and prescriptions which are 
inter-contextual. 

The test of a course like the Graduate Diploma must be the extent 
to which it endorses this approach to understanding through its own 
Practice, while continuing to serve the other purposes for which it is also 
established, for example, certification of achievement. As such, decisions 
which address different ends must not become simple compromise. Our 
stance changed. The course team relinquished a considerable part of its 
control of what and how students should learn. The team determined to 
use its expertise to negotiate with and support students as they sought to 
find meaning in their own professional actions or in the institutional 
practice with which they were familiar, In the Student Support and Distance 
Education Project modules this new goal was achieved to a significant 
degree. 

In summary, the rationale for the development of the Graduate 
Diploma in Distance Education was transformed through the course 
development process, although at such a point that only one-third of the 
present programme reflects the altered Orientation of the course team. 
The determined move from an ‘instructional design’ to a broader 
‘curriculum’ perspective both empowered the course team in the first 
stages of course development and later restricted what it attempted. The 
energy required to break with the conventional wisdom of course 
and the sense of saying something 
an impetus within the group, which 


me at a critical point in the course 
development process. In responding to the challenge to adopt a more 
m was able to move beyond difficulties 
it was having in the design of each new module. What we had not 
understood, and may not have fully appreciated even when the change 
had been implemented, was that the lack of energy and uncertainty about 
conceptual structure experienced at the beginning of each new module 
was a product of the paradigm within which we had been working a5 
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much as the constraints of time and our limited knowledge of the field. A 
major cause of our difficulties was the sense that for the course to be 
academically respectable the team had to ‘get it right’. Recognition that 
this degree of staff determination of what counted for knowledge and 
how it was to be accessed was ‘getting it wrong’ was liberating both for 
our students and the team. The challenge before the remaining team 
members is to recommit the programme and redesign its earlier sections 


within this new paradigm. 


Chapter 8 


Using Journals to Encourage Critical 
Thinking at a Distance 


Helen Modra 


The work described in this chapter took place between 1980 and 1987, 
during which time I was teaching distance education students in 
librarianship in an Australian College of Advanced Education. The 
particular commitments which were expressed in my teaching practice 
had been developing over a longer period and owe much to engagement 
with a number of movements, social and educational, with which I had 
been involved from the late 1960s.' Important influences on me in this 
period came from a number of writers, notably Paulo Freire, Carl Rogers, 
Charles Hampden-Turner, Fritz Perls, Matthew Miles, Erich Fromm, 


Jonathon Kozol and Tom Lovett.” 
By the time I took up my 
developed some fairly clear ideas about ed 
that: (1) the librarian is first and foremost 
not and never will be neutral; (3) adults are people w 


change and to this end their education is something over which they 


should have as much control as possible; and (4) it is the job of education 
A corollary of this last 


to help usher in a more just and humane society. 
Position is the belief that it is our unique role and right as human beings 
ety in order to transform it. All of these ideas 


first full-time teaching job I had 
ucation. Chief among these are 
an educator; (2) education is 
ho can and do 


to critically engage our soci 
are, of course, interrelated. 

In the context of librarianship, which was my field for many years, 
Perhaps the most problematical of the above ideas was the second, 
namely my rejection of the claim that education is or should be neutral. 
Librarianship has always had an educational mission which has been 
pursued in the context of an ideology of neutrality and objective 
Professionalism. This has been articulated in many ways but perhaps 
Most tellingly by che British librarian, D.-J- Foskett, who declared that 
the librarian must have ‘no politics, no religion and no morals’. ° 
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Neutrality claims are equally powerful in the library profession in North 
America; and in my own recent research into the fate of social activists in 
the library profession in Australia in the 1970s I found ample evidence of 
the continuing dominance of the neutralist ideology within librarianship 
here. 

My interest in fostering in librarians a critical rather than a detached 
Perspective, such as that supported by claims to neutrality, was very 
much enhanced by interaction with professional colleagues and trainees 
over a number of years. In my work as a library adviser in a state library 
agency during the 1970s | had ample Opportunity to talk with librarians 
about their work, to read widely in the literature of the field and so to 
develop an awareness of the power of the neutralist ideology in librarians 
discourse. Following an idea developed by Kozol,* I now name what I 
discovered then as the language of unconnectedness. It seemed that 
librarians saw ‘no connections’ between their own lives, what was going 
on in the world of politics and what happened in their library service. 
They seemed to have no language or framework to enable them to see 
Connections between, for example, their position (for many) as women, 
their relations with authority figures outside the profession, for example, 
employers and policy-makers, and the policies which circumscribed their 
Practices. On those Occasions where some relationship was seen, the usual 
response was one of powerlessness, which the following comment from a 
middle Manager in a public library system typifies: ‘The whole outlook as 
ro what you are up against and what results effort might have is fairly 
depressing. What point motivation? I feel more comfortable with 
illusions." 

Another reason for the lack of critical attention by librarians tO 

al and social contexts is that debate about means in 
S, particularly in recent years as librarians have leaped 
upon the bandwagon of new information technology, overshadowed 
interest in ends. Increasingly the discourse of librarianship has been 
shaped by that technical rationality which Schon calls ‘the positivist 
epistemology of practice’ .7 Elsewhere I have discussed the relationship in 
librarianship between the Profession’s neutralise ideology, its domination 
by technicist thinking and librarians’ general lack of awareness of the 
political ramifications of their Practice.* Suffice it here to say that by the 
time I got into the teaching of librarianship and was assigned to teach a 
subject called ‘Libraries in Society’, I knew that I wanted to design an 
approach to learning which would involve students in making 
connections between their Private sphere, their work and the larger 
society, and in critically reflecting upon those connections. In retrospect 
it Is not surprising that I was to discover, when I was only a few years 


a 
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down the track, that such modest aspirations would be regarded as an 
unacceptable ‘politicization’ of teaching. In keeping with its neutralist 
claims the library profession was, and still is, wedded to what the 
sociologist A.R. Welch has called ‘the liberal ideology of non-ideology’.? 
In the pages which follow I shall describe how I framed my concerns into 


a pedagogy and with what results. 


Formulation of a Pedagogy 


Having gone to work in a College of Advanced Education which was 
greatly involved in distance education, I had to find out about distance 
education in a hurry. I had neither direct nor vicarious knowledge of it, 
and my first experience of attending a conference of workers in distance 
education suggested that it was seen by perhaps most of its practitioners 
as being about delivery systems rather than about adults learning and 
changing.!° It seemed that technicist thinking was not confined to the 
library profession. However, in the first year or so the sheer novelty of 
preparing materials in different ways and meeting production schedules 
was very distracting, and in the period before I took charge of my own 
group of distant students I derived my satisfactions as a teacher from my 
contact with the small group of on-campus undergraduates whom I saw 
for about three hours a week. But I did do some marking of other 
lecturers’ external students’ work, and began to feel more and more 
uneasy about what looked like a production line approach to education. 
This concern increased when I began to coordinate and teach subjects in 
my own right and to experience the interactions with students, with 
other faculty and with the system which are part of a coordinator s role. 
Determined as I was to discover the possibilities for ‘connected and 
Critical approaches in my new setting, | decided to try to reframe the 
things that frustrated me about distance education and turn them into 
Opportunities to put my developing philosophy into practice. Some of 
the frustrations that I was coming up against were that: 


s the subjects I taught did not have 


1 I never saw ‘my’ students, @ 
ally 


their own Residential School. If I saw them at all, it was usu 
only accidentally, at someone else’s Residential School; 

in my subjects did not meet as students of that 
in the context of excursions Or residential 
related to the work they did with me. 
unities were not available when I 


N 


The students 
subject but only 
segments of the course, un 
Even teleconferencing oppor 
first started teaching; 
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3 The long lists of readings which I started out suggesting were 
really only available to students in the capital cities, but a lot of 
the students were in extremely isolated locations (for example, 
on a ranger station in Kakadu National Park in the Northern 
Territory) and tended to rely heavily on the books of readings 
supplied by the college which were only ever intended to 
supplement other sources;!! and 


4 the student population was extraordinarily heterogeneous 
insofar as class, status and educational experience were 
concerned, so there was not a great deal I could reasonably 
assume that they would have in common. 


How did I deal with these ‘problems’? As I thought about them, the 
ideas that I had been developing from adult learning theory and the work 
of Paulo Freire seemed more and more relevant. The biggest issue was 
that the problem of distance — from major libraries and their resources, 
from other students and from me — meant that either I was going to 
have to supply all the course content for students, or that each student 
was going to have to learn to use her or his own environment as a resource 
for learning. The fact that for my rather eclectic subject ‘Libraries in 
Society’, which looked at the social and political context of libraries and 
the library profession, none of the standard (British and American) 
textbooks satisfied me, exacerbated the problem. Even if I had wanted to 
prescribe completely the agenda for learning, this would not have been 
possible. As I thought about that, I began to see that what had started 
out looking like problems were in fact becoming means for me to put 
into practice some of the things I believed in — to try to take student 
autonomy seriously and to avoid the trap of what Paulo Freire has called 
‘banking education’. He uses this term to describe something which has 
become standard Practice in many educational settings. In this process 
students are regarded as empty beings who are filled by ‘deposits’ of 


knowledge from the all-knowing teacher. This has ontological implica- 
tions, as Freire points out: 


It is not surprising that the banking concept of education regards 
men [sic} as adaptable, manageable beings. The more students 
work at storing the deposits entrusted to them, the less they 
develop the critical consciousness which would result from their 
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sik oh emt a factor mediating pedagogy in such a way as to 
y inappropriate any notion of a ‘banking’ education, 
even if I had wanted to teach in that way. 

A corollary of this related to students’ autonomy: along with 
banking education the idea of the teacher as expert could also go, and this 
pleased me. The banking notion is based upon the commodification of 
expertise. Whilst Freire does not deny the existence of different levels of 
awareness and competence in teachers on the one hand and students on 
the other, his work suggests that what is more important is how the 
teacher chooses to act in any situation. Misgeld points out that for Freire 
expertise must be made accessible to the total group and experts must be 


accountable to the group: 
some field of activity that can 


Expertise is special knowledge of 
edge of a cultural group under 


be entered into the common knowl 
two conditions: the appropriate vehicles of translation and 


interpretation must be available . . . and those possessing special 
knowledge must be accountable to the cultural group with which 


they work. "°? 


Freire uses the term ‘dialogue’ to suggest that students are teachers of the 
teacher at the same time as the teacher is a student of the students. In a 
pedagogical context in which mutual trust and self-suspension are 
crucial, the parties come together as equally knowing subjects to engage 
in dialogue: 

who knows the answers and whose job it is to 
Individuals come together with equally 
haring problems which have 
hich have yet to be 


There is no ‘expert’ 
transmit those answers. 
valid, but different, perspectives, $ 
yet to be defined, seeking answers w 
formulated. '“ 
To me, as a beginning teacher, there seemed to be many points at which 
the work of Freire resonated with some of the concerns of adult learning 
theory, T-group theory and the theory of experiential learning, namely, 
the valuing of participants’ own backgrounds, the encouragement given 
to reflection and the norm that members of laboratory groups are 
autonomous beings, trainers and participants alike. One implication was 
that issues addressed in learning should be of immediate relevance to the 
learner, and I saw this as related to the unavailability (to many students) 
of the standard resources for the subject I taught. 
As I tried to see the creative opportunities inherent in what had 
started out as problems, I noticed that most of the concerns I had were 
about process but that content was not insignificant. The necessity for 
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process and content to be congruent was part of my approach to 
teaching.'? In Freirean terms an essential prerequisite for dialogue is the 
educator's understanding of the ‘situatedness’ of learners’ discourse and of 
the capacity of teacher and learner to analyze and critique their daily 
reality in order to discover and exercise their Capacity to transform it. 

As I saw it, then, seven or eight years ago, my challenge was to 
create a vehicle for the study of my subject which would (1) free students 
from over-reliance on libraries and textbooks, (2) enable them to start 
‘where they were at’, (3) enable me to let go the role of expert and instead 
encourage and (4) reward students for discovering the resources for 
learning that their own situation already contained. I also knew that I 
had to try to build some element of critique — of librarianship, of society 
and of libraries-in-society and society-in-libraries — into the process, 
that is, to tackle what Freire calls consctentizacao — the development of 
critical consciousness. For various reasons it was a few years before this 
element of critique became a strong focus in my work. 

What I chose eventually to do was to have students prepare a 
Structured journal instead of the more conventional forms of 
assessment.'° After some years I experimented with a different style of 
work, the reading log. I used these formats for about six years, varying my 
approaches from year to year. Several hundred students, both under- 
graduate and postgraduate, studying via the distance education mode, 


tackled these exercises in that time, with results which to me are very 
intriguing, 


The Journal: Processes and Problems 


The journal was to be a stru 
on subject-related readings 
tions and the like, 
political, social and cultural even 


ctured assemblage of comment and criticism 


guidelines for journal work, a 
assessed. As a completely pr 
amounted to a form of bank 
between being too directive 
the right balance was a constant source of tension. I tried to suggest ways 
in which students might think about the issues they explored, and by 
providing one or more sample entries endeavoured to model the process. 
Journal criteria emphasized the need for the student to reflect on material 
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encountered and to make links from it to subject-related concerns. 

In addition to including a few sample entries in the subject guide I 
sent out an audio-cassette in which I explained my approach to the whole 
subject and to teaching in general and endeavoured to create a sense of 
excitement about the work. The teaching package also included ‘Notes’ 
on the topics covered and a book of readings. In one-semester subjects 
there was usually one such package, and three packages for year-long 
subjects. Rather than tackle the entire contents of the subject, students 
could select one theme, which they were asked to link to a particular 
aspect of the philosophy of the profession; for example, @ student might 
elect to focus on multiculturalism and libraries, as a manifestation of the 
social responsibility of librarianship. 

The format suggested was a large scrapbook of the kind readily 
available in chainstores, however, I made it clear that I would be happy 
to receive work in another format, for example, @ video.” The journal 
could include a reasonable number of clippings and so forth, provided 
that their relevance to the theme was made clear and they were 
commented upon in a reflective manner rather than merely assumed to 
speak for themselves. I also pointed out that I did not see the journal as a 
Private diary and I had no expectation that students should go beyond a 
level of self-disclosure which was comfortable to them. 

A recurrent issue for my attention was the awarding of grades for 


journals. Over the years I varied che proportional value of the journal in 
ow as 20 per cent the 


relation to the total grade for the subject, from as l 

first year in a year-long undergraduate subject when I was extremely 
tentative about the process, tO 100 per cent in 1985 ina one-semester 
Subject in the Graduate Diploma course. I was never satisfied with my 
approach to grading: to award grades at all in such a process was surely an 
anomaly, yet institutional pressures were considerable. In fact, the ways 
in which an institution’s climate and administration act tO constrain 
pedagogy were somewhat of a surprise to me, ideas about academic 


freedom notwithstanding. 
; By the end of 1982 I had had two years experience of using the 
journal with undergraduates, and decided to extend it to graduates. I was 
becoming aware that undergraduates found the journal process rather 
anxiety producing, largely because they were accustomed to work toa 
Strategy of figuring out what the lecturer wanted, whereas journal 
required them to do what they wanted within general guidelines. Their 
phone calls and letters for help were invariably requests for me to tell 
hat to do. This reveals a form of rationality that is 
and serves to support Freire’s assertions about 
lanning for 1983 I amplified the explanatory 


them precisely w 
Culturally widespread, 
banking education’. In p 
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material about the journal process and rewrote it for a postgraduate 
audience. I also made the very curious decision, after taking advice from 
the college's experienced external studies people, to award the subject's 
grade on this occasion on the basis of two conventional essays and to 
require a journal as well, as a qualificatory exercise in which a pass had to 
be obtained if an overall pass in the subject were to be achieved. It seems 
strange now, but I really believed that by providing even more explicit 
criteria for journal work than I had given earlier students, I would be 
simplifying and demystifying the process and making it easier for 
students to focus more on doing the journal and less on worrying about 
it. What I achieved, of course, was an escalation of student anxiety. After 
all, if two good essays could be negated by an ‘inadequate’ journal, then 
the journal was indeed something to worry about. Despite this, only 
three out of eighty-six students who finished the semester (from an initial 
enrolment of 132) failed the subject because the journal was unaccept- 
able, and in none of those cases was the journal work other than glaringly 
inadequate in terms of the stated criteria. : 

In each subject guide I Suggested to students that in their journal 
they might find it useful to reflect on the actual experience of doing 4 
journal, and there were always some students who took up this idea. In 
1983 most students who commented on the process were reacting to the 
horizon-expanding agenda of both subject content and subject process, 


which they appeared to have enjoyed. The following comments were 
typical: 


I enjoyed reading about computers in the world and I discovered 
issues in computing that were new and at times scary. I thank 


you sincerely for Opening my eyes to issues in the ‘real’ world chat 
I had never before encountered, 


The end has come. This is my last entry. I have found making the 


Journal a useful exercise as it has made me more aware of how 
issues in the social, political and economic environment affect the 
librarian, the library, and services offered. It has made me try and 
think of ways to cope and solutions to problems that arise. 


I would like to say that despite the misgivings I had when I first 
started on this project, I have thoroughly enjoyed doing the work 
and I think I have learned a great deal about the problems facing 
libraries today. These were things I never even considered . . . - 
My mind, after four years of comparative stagnation, has finally 
experienced some stimulation and this I appreciate. 


130 


Using Journals to Encourage C ritical Thinking at a Distance 


For some students the journal was a useful substitute for the 
challenges on-campus students obtain more readily: 


Keeping a Journal was, for me, a substitute for being able to 
discuss with fellow students. As an external student, one often 
feels the need to talk about issues. Often, when I wrote a 
comment about an article that I had read, it was like verbalizing 
my thoughts and discussing it with a second person. 


It may not always appear so, but it has acted as a stimulant to my 
understanding of the subject, and allowed me often to instigate a 
thought process or clarify in my head problems I have had with 
my essay and with other subjects. In fact I wish it might have 


been employed in other subjects. 


It has helped me to clarify my responses to much of the readings, 


to think more clearly and precisely, and to express these thoughts 
in writing. This last aspect I have found particularly useful, not 
having written seriously for some years. I have approached the 
writing of assignments with considerable trepidation but the 
keeping of this Journal has enabled me to build up the habit of 
writing; it is a practice that may well be useful in other subjects 
particularly in an external course where communication 1s 


necessarily so limited. 


Those students who were most bothered by the journal either expressed 


concern about how to handle the relative amount of freedom they had in 


its compilation, for example, ‘ .. problems of knowing what to put in, 


what is relevant and how to phrase it’, or castigated me for requiring 
them to do something they regarded as highly inappropriate. The 
following comments came from students who were experienced school 


teachers. 


As, one assumes, mature adults, it is humiliating to be treated 
like children in school. ‘Now that you have done the activity you 
must write about it to show me that you have done it properly. 

The Journal takes no account of the person for ag 
scrapbooks have never been a source of interest, the one who does 


not need them. 
t sixty hours on what I consider to be a 


I estimate that I have spen 
s comments were super- 


pointless activity .--- In most case 


fluous, in some cases unprintable. 
In relation to these two cases I hypothesized that the more one is steeped 
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in the banking mode of education, the less one will be able to engage 
processes of critique and reflection. 

The potential of the journal exercise to encourage students to 
change the way they work and the way they view the world was 
encapsulated in the following comments which I quote in full: 


My say on the Subject. This Subject has been the most work, 
required the most time and caused me the most anxiety. It has 
also been the most interesting, evocative and thought-provoking. 
I have often felt that it would be nice to hear the other students’ 
view on matters raised as I feel many are open-ended and invite 
discussion. I would prefer that the residential school was for this 
subject than any other. I have found the Journal exercise more 
behaviour modifying than random breath-testing. From a 
Women's Weekly-reading housewife I have become an avid reader 
of the better example of Australian journalism and take an 
interest in so many issues that | previously just ignored. The 


journal has forced me to make the effort and in doing so I feel a 
greater self-esteem. 


In 1985 in response to student feedback about journal work, I decided to 
make the journal the sole assessment item for my postgraduate subject in 
the first semester., My main reason for doing this was that I had come tO 
see that journals were producing far more interesting and wide-ranging 
responses by students to subject contents than seemed to be the case with 
essays, so it was time to focus my attention and that of my students 0? 
this one effort. 


; : : ji 
I thought about introducing learning contracts as well, because 
was becoming more and 


myself in by being the one who determined grades. Whilst my aim was 


and in my particular department these views were buttressed by years © 
unquestioning adherence to notions of detached and objective profes- 
sionalism and to the ‘legitimacy’ of scientific and instrumental models of 
research and education. 

A significant change in my approach to the journal in 1985 was that 
I specifically introduced consideration of the notion of praxis — the 
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dialectical relationship of reflection and action or theory and practice. I 
wanted to encourage students to think through the possibilities for action 
to which their reflection led them.'® This was done through the posing 


of what I called ‘Focusing Questions’: 


1 What is it that is actually being reported? or, What's really 
going on here? (in the situation). 

2 Why are things this way? What are the causes and where lies 
the responsibility for this situation? 

3 What can and should be done? Specifically, what can you 


do/will you do? 


This was the first specifically Freire-inspired change in the journal 
agenda. The ideas came out of Freirean work done in Ecuador by 
Alschuler, Smith and others from the Center for International Education 
at the University of Massachusetts at Amherst. The cyclical stages 
through which critical consciousness develops can be referred to as 
naming, reflecting and acting, and each of these suggests questions to be 
Posed, questions which I have outlined above. Students’ responses tO 
these questions reflect their particular way of thinking and world-view, 
for example, people with low awareness of the structural constraints upon 
their professional practice, OF of the mechanisms whereby power is 
exercised, may see professional problems as due to causes quite beyond 
their capacity to influence, in much the same way as 4 peasant, not 
knowing the economics and politics of the fertilizer industry, may 
attribute crop failure consistently to God or Fate. "° A “Ve 
Whilst I asked students to attend to these focusing questions 1n 
their journal work, I made it clear that this task was only one of a number 
of elements to be considered in the assessment of the journal. Other 
Criteria included: evidence of wide reading; conceptual sophistication, 
evidence of linkages perceived between issues studied and events in the 
wider world; and evidence of critical reflection and personal insight. 


On the whole students did not engage the focusing questions. My 
have been too much to ask in a 


feeling now is that such questions may © ; Peat 
Situation in which students had to be quite dedicated enough to han ; 
the novelty of both the subject's contents and as n r t : 
with eac 
assessmen i f I had had the chance to work closely 
re . If I ha : 
mamn ects and not just for 


new intake of students over two or even three subjects hem devel 
One semester, I would have had a better chance of helping them dev op 


their reflective and critical capacities. 
In addition to the focusing quest! 


Material a new, longer sample entry 
fundamentalism on the state education system 


ons I provided in the 1985 subject 
(about the effects of religious 
in Queensland), and 
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instigated a process whereby students would negotiate with me early in 
the semester over theme selection as well as send in their own sample 
journal entries for comment. As these came in I copied one or two that I 
thought were good, made them anonymous and sent them out as 
additional feedback to some students who were clearly having trouble 
doing the journal. 

One hundred and twelve students began the semester and 
sixty-three were still registered at the end of semester. Twenty students 
did not receive a pass, but in only ten cases was this because their work 
did not meet the stated criteria: the other ten simply did not submit a 
journal at all. Almost all the latter group had shown in their early sample 
entries that they had considerable difficulty with the whole process, and 
despite my sending them prompt feedback and guidance after the first 
stages they did not send in further work as I requested, but dropped oup: 

Student response to the journal was expressed in comments similar 
to those I had received in previous years. Initial anxiety about the process 
was replaced in most cases by a sense of accomplishment and often 
enjoyment once the exercise was fully engaged. The lack of opportunity 
to discuss subject contents with other students was seen as a problem by 
some; others reported that they felt the way of thinking stimulated by 
journal work would be difficult to ‘switch off (itself an interesting 
comment on their approach to the total course). Whilst the focusing 
questions received very little attention, some students made an effort tO 


reflect on practical and policy implications of the issues examined, as was 
evident in these comments: 


I studied the role of the public library about which I knew very 
little. I now see the public library as an essential community 
service and realize that it has great potential for meeting social 


needs in a number of areas, a potential which is not being realized 
in many public libraries. 


I think librarians should become more involved in issues but have 
worked out that most librarians are employed by the various 
state, local and federal governments and must toe the line. That’s 
where the Library Association of Australia should do collectively 


what librarians can't do singly — lobby and express opinions 
wisely. 


Student reaction against the journal being the sole assessment item was 
much less than I had expected. A couple of students said they preferred 
doing essays because it is easier to schedule work. Also, once an essay !$ 
done, they said, they feel they have ‘cleared the decks’ ready for the next 
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task, but as the journal required regular and continuing work to these 
students it felt like a constant burden. 

Some students started on their journal feeling that it was not a fit 
task for postgraduate students: ‘I thought that completing a Journal 
would be a real bludge’, was one comment. All but one of those who 
reacted in this way had changed their mind by the end of semester, 
discovering that journal work was far more demanding than they had 
anticipated. The number of students who also found the work absorbing 
and exciting was gratifying to me, though I was not sure what to make of 
the comment that ‘this course “Libraries in Society” has been like a dose 
of salts’! 

The things I had learned about j 
undoubtedly have led to very substantial changes in the way I approached 
this particular subject, had not officialdom intervened in the middle of 
the year while I was on study leave. It is not my intention in this chapter 
to describe or analyze what took place in the following couple of years: 
that story, when published, should prove an instructive case study in the 
politics of curriculum innovation. I just want CO point out that if we have 
more than a merely instrumental approach to teaching and want to 
explore the relations between education and social change, We should 
expect to encounter many difficulties as we struggle to find what Freire 
has called ‘free space’ within our institutions. We may find some space, 


but it never comes ‘free’. A 

In 1986 I completely dropped the journal and set three traditional 
essays in my postgraduate subject. I did my own a a 
semester, largely to provide some student-based arguments = 
retention of the subject (or at least its major content) within th 
Programme: a curriculum review was imminent and my field was in 
danger of being edged aside to make way for a compulsory ee > 
accounting or computing Of algebra which were deemed essentia paS 
training’ of ‘information professionals’. By and large students in i 
found the subject both stimulating and demanding, and some observe 
Da its contents needed more than one semester of work if they were to 
€ tackled effectively. ay, 

During oe » palieagte in another tertiary institution had told me 


about a somewhat different style of work which he are ae 
at least some of the purposes of the journal. This was the rea nk n 
it was being used by Ann Zubrick, Head of the Departmen p a 
and Hearing at the WA Institute of Technology aa u : 
University). I visited Dr Zubrick who generously shared her ideas an l 
materials with me. I introduced the reading log 1n the second semester o 
1986 in a new undergraduate subject, ‘Issues in Public Libraries , and in 


ournal work in early 1985 would 
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1987 I extended it to postgraduate students in ‘Libraries in Society’. The 
log was only one assignment: two formal essays preceded it and it was 
worth 40 per cent of the total grade. Students were expected to work on 
their log throughout the semester, sending in sample entries for 
comments part-way through the semester. Log entries were to be 
reflective and critical responses to reading that students chose to do in 
Preparation for their formal essays. r 

I provided students with a statement about the place of a log in 
their studies and a couple of pages of guidelines and sample entries. The 
criteria for log assessment would pay attention to the amount, relevance 
and breadth of material read, the clarity of comments, and to the level of 
critical thought demonstrated. I emphasized that the log was a flexible 
tool that would give students the opportunity to respond to their subject 
reading in a style quite different from that of formal essays. I again set 
out a statement of my approach to teaching and learning, emphasizing 
student autonomy, the idea of teacher as learner and learner as teacher, 
and my belief in the importance of developing critical awareness. 

Graduate students in 1987 took to the reading log rather more 
readily than earlier students had taken to the journal, probably becaus¢ 
the scope of logs was more narrowly defined and the perceived burden of 
endless choice removed. The work submitted was of a much more even 
and high standard overall than journal work, and I suspect that this was 
because the log required somewhat less skill in conceptualizing, and also 
because students were relieved of the necessity to become avid media 
watchers and were free to focus in more detail on material that was tO 
them more obviously subject-related. It was possible for students to do 
an adequate log using only their book of readings and some selections 
from the lists of recommended supplementary reading. They could, 
however, range as widely as they chose and no items were ‘prescribed 
reading. 

Zubrick uses the log with on-campus students and sees it chiefly a$ 
an instrument for developing students’ writing.?? This outcome of 108 
work turned out to be very important with my students also. Using @ 
reading log can certainly assist the teacher wanting to encourage the 
capacities that Ira Shor refers to when he observes: ‘Reading closely, 
writing clearly, thinking critically, conceptualizing and verbalizing a€ 
some means to penetrate the maze of reality. These are foundations O 
becoming a conscious re-maker of social life.'2! 

I conducted an evaluation of students’ response to the log in 1987- 
Most of those who replied to the questionnaire — some 40 per cent — 
were, not surprisingly, very much in favour of the use of logs and claime 
to have benefitted from this work. Many students also pointed out that 


136 


Using Journals to Encourage C ritical Thinking at a Distance 


th 

me hes log za been very hard work, more so than they expected, 
Sk saree: toe t i contrast between the styles of log and essay work 
SSeS heb $ to andle. One respondent said that external students 
ae A EA time to read widely and put their reflections into 
had i a s vi ata work, students reported being glad that they 
e Tor e more than they might otherwise have done, 
Rei mented that the discipline of log work meant that the 

ial they read had more meaning than usual. For example: 


tended to stay in my mind 


Great benefit from it. Articles etc., 
fessional situations. 


longer and were more readily applied to pro 


Usually, I write assignments and mostly forget about them as 
soon as they are done. The whole formal writing process makes 
me lose any initial interest I had and get bored. With this Log 
my entries were shorter and more informal and my interest did 
not wane. It was of help because the reading I did I ENJOYED 
and I REMEMBERED. {Student's emphasis] 


een frustrating since they liked to 


Fi 
or a couple of students the log had b 
riate in their log. 


t aS 
Fi things in greater depth than they felt was approp 
s One said: 


I enjoyed the exercise however I felt I wasn't necessarily 
broadened or overly extended by the exercise as I was responding 

to a variety of issues without approaching any of them with great 
depth. However it did raise issues for me. I felt I became a bit 
glib as time went on. 

ith the journal though 


the log — as W 
ould have preferred to 


For : 
some the open-ended nature of 
ducing: they w 


t 

a a lesser extent — was anxiety-in 
€ told exactly what to do. 

d readings should be more guided 


Thought readings and suggeste 
lly interesting paths to pursue. 


— there were too many potentia 


I found it hard to know if I was on the right track. .-- 


Thi 3 A 
his contrasted with the experience of students who had a sense of being 


in control: 
I like the element of freedom that the Lo 


Not only did it {the log} mean I did a lot more reading than 
perhaps I would have if I'd had to read them but it also gave great 
scope for individuality — I could comment on issues I found 


interesting rather than those my lecturer chose. 


g allowed me. 
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For one student the log served as journals served others before her, as a 
substitute for tutorials: ‘It was valuable on a personal level. I suppose it 
functioned in the same way as a tutorial — providing an opportunity to 
discuss which I miss as a correspondence student.’ 

Whilst no one said specifically that doing the log had changed her 
or his world in a major way, which I did not expect anyway, it was clear 
from the following comment that by requiring some disciplined 
reflection on subject contents a teacher may very well set in motion a 
process which will have major implication in the lives of students: 


My perceptions and understanding of library work were extended 
more by this exercise than any other subject in the course. Unlike 
the other subjects I learned something and I was given the 
opportunity to think and make choices in my learning. Isn't this 
what tertiary post-grad work is about? I thoroughly enjoyed your 
subject. Unfortunately it was in stark contrast to the others 
{which offered} no time to think ... I have become quite 
disillusioned about library work and have deferred study . . - 
your course clarified some of those issues forme. . . . 


Such are the unanticipated consequences of teaching! 

By about the middle of 1987 I was feeling that I had exhausted the 
possibilities for innovation that my job had offered. I was pleased that che 
Opportunity of a major change of direction came up not long after this. 
Towards the end of 1987 I left the College and at the same time 
concluded twenty-five years formal involvement with the library 
profession. 

To conclude this chapter I offer some critical reflections on my 
work, both to assist my own developing practice as a teacher in 4 
different field and in the hope that such reflection will be useful to others 
who may wish to work in ways similar to those I have described. 


Looking Back and Looking Forward 


As I look back on the way my teaching practice developed over the last 
eight years, the aspect that seems most significant is that it was $ 
continuous experiment which I was at no stage fully able to critique 3° 

reshape by means of one coherent framework. It was an enterprise 1” 
which I oscillated between two desires: on the one hand, to increase 
students’ engagement with the political ramifications of the pedagog) 
and on the other hand, to attend to students’ intra-personal developmen , 
more fully. The first concern came out of engagement with the work 0 
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“sa sccm from my background in experiential learning in 
re ea ons training. I do not see these concerns as mutually 
usive, but I feel that this tension kept my practice too far from what I 
ae aoe as an authentically Freirean praxis to warrant the label. A 
re e between the Freirean and the various humanistic/ 
Aa A E to learning is that the former contains an 
Pa y social agenda which is not necessarily shared by the latter. As 
says, 


It is sufficient to know that conscientization [the development of 
critical consciousness} does not take place in abstract beings in 
the air but in real men and women and in social structures, tO 
understand that it cannot remain on the level of the individual.?? 


: think my work would have required a far more overtly emancipatory 
Goss and be much more deliberately and carefully embedded in the 
F aterial and social conditions of students and myself to be truly 
reirean.?? 

E r biggest problem I faced, w 
a ut never managed to overcome, wi 
A — with almost no exception — an! 

so — though for a long time it did not occur t 


don : 
e for both journals and logs. 
However, as Freire’s own work demonstrates, education for critical 


Hea ln is a thoroughly social process requiring far more than the 
oO one-on-one communication that still, according to Evans and 
ation, characterizes distance education.’ Not only was I, as a teacher, 
frustrated by lack of contact with students: it is clear from student 
comment reported above that students also were frustrated by lack of 
Contact with each other. It has to be remembered that at the time I was 
doing this work the institution where I taught was only just beginning to 
experiment with teleconferencing, and electronic mail was only available 
to students in a few courses a year OF SO before I left. From what I saw of 
the use of such facilities — as technical means tO serve unexamined ends 
— I derived no strong feeling that they would enhance the kind of 
Pedagogy I was developing. | may be wrong. Anyway, the numbers of 
Students who said to me over the years that my subject needed its own 
Residential School because the issues it raised — intellectual freedom, for 
example — required group discussion, indicated that possibly the 
Potizon-expanding’ that was quite evidently prompted by journal and 
08 work may have served to exacerbate students’ sense of isolation. I now 
Wonder whether distance education is not, almost by definition, 


anti-dialogical. What shall we do about this? 


hich I recognized very early in my 
was that distance education was 


ndividualistic, asocial process. 
o me — was the work 
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One of the reasons why Freire’s educational work in Latin American 
Contexts was so effective was that an enormous amount of ‘cultural spade 
work’ was done in advance with the participation of intending students 
and their communities. This work involved the painstaking examination 
of the everyday world of these communities and the codification of 
aspects of this reality into generative themes and words which could serve 
as vehicles to transform learners’ perceptions of themselves and their 
world at the same time as they were being used as tools for the teaching 
of literacy.?? The exhaustive preparation done by Freire and his teams 
enabled them to be effective in the chosen setting. I wonder, in relation 
to this, what is the ‘setting’ of distance education, when subjects such as 
those I taught have enrolments of over 100 students, very different 
people, scattered all over Australia? What ‘cultural spade work’ can 
educators do in such situations? What can students do? What might we 
not be able to accomplish together? 

To attempt to ground one’s pedagogy in the students’ ow? 
experience is certainly necessary. Another aspect of that experience that 
Warrants our attention is that they bring to our courses a whole host of 
expectations about learning, that is, their experience of a good many 
years of banking education. This certainly explains, for example, why 
some students would ring me with queries as to whether they should 
write on both sides of the page in their journal scrapbook. 

The students I taught had to confront three demanding situations at 
once, because of the sequencing of ‘Libraries in Society’ as a first-yeat 
first-semester subject in the Graduate Diploma course. These were d) 
returning to study, (2) dealing with the ‘internal’ novelty of ene 
assessment process in my subject, and (3) handling the more convention- 
al requirements of other subjects and their own mixed feelings about the 
conflicting requirements and expectations of different subjects in the on? 
course. A redesigned approach to journal work — and log work to some 
extent — would require more careful attention to these matters. 

Another important issue concerns what Ira Shor calls ‘interferences 
to critical thought’.?° He sees that the chief source of such interferences 
is the very culture in which we are all immersed, which alienates us from 
each other and from our ‘own conceptual habits of mind’ .27 Shor says that 


The mass denial of reason is achieved through a network of 
cultural instruments . . . . The variety of anti-critical forces in 
American life include vocational culture in school and on the job, 
several forms of false consciousness . . . the absence of democratic 
experience, the demands of private life and the aesthetics and 
social relations of school in general and the community colleges 
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eee ... In some instances, a single cultural 
a rves several thought-denying functions. The 
nacre? oie _.. not only convey carefully managed 
sae saa but they are also a form of speeded and 

unication which inhibits the mass practice of 


careful scrutiny.” 


Despi : 3 
ae nim aera my approaches did not engage these problems in 
they calita P w ilst the work I received from students showed that 
ee ia t > attention to the media and that they found much that 
aries sg the concerns of the subject, this seemed to be such a novel 
Se ex most that their treatment of the materials they found 
Gere por eae a eras than analytical. It was as if their energies 
nie el ae he ma ing w effort to discover that relevant material 
potas: vet ‘a as . Mills noted years ago." A reconstructed 
a = em a great effort in enabling students to 
eine he media and their messages — including, of course, the 
in distance education. 
Eas Se this chapter I referred to my discovery that librarians’ 
DARN sepe a lack of any strong sense of connection between 
early a the social structures with which they are in tension. A very 
ment from an undergraduate I taught provided a telling 


example of this: 

d this subject. I did not see what 
rest of society and how they were 
economic changes. I 
that libraries were in a 
n ever-changing 


I felt ignorant when I starte 
libraries had to do with the 
affected by, for example, political or 
thought, and still do to a large extent, 
world of their own — something stationary in a 
Society. 

rable from the singular 
d one pertinent reason 
needs a new, critical 


Th 
nostalgia inherent in such a position is insepa 


lack ate 
ae of political clout of the library profession an 
à y teaching for such a profession urgently 
genda. 30 
md Whilst it is quite evi 
q ¢ 
ents a great deal more 


to think k i 
to hink — often for the first 
social, economic, political and cultural change, I have the feeling that 


for ; $ É i 
a good many students the process of reflection did not do much more 
Whilst the results of students’ new 


d — some journals, for example, 
hat were quite stunning — | 


dent that working with journals and logs made 
orld and challenged them 


aware of the social w 
time, it seems — about libraries in relation 


than raj A 5 

Ms raise their consciousness. 
arene oe 

a Cures were exciting to see and rea 
Splaye > isticati 
played a humour and sophistication tH 
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have often asked myself, in a slight paraphrase of a question that Ira Shor 
asks, ‘Am I merely drawn to liveliness or is that dynamism as 
transformative as it feels?’>! ; 

While the journal or log can be a most successful consciousness 
raising tool, there is a world of difference between consciousness peo 
and the development of critical consciousness. Though many wou 
claim that it has been of powerful and lasting value to them, 
consciousness raising is very often devoid of political content: one ai 
develop a heightened awareness of pain and contradiction but still 
powerless to resolve problem situations. Awareness that ‘the personal ! 
political’ — a catch-phrase of some recent consciousness raising 
movements — does not automatically produce appropriate programmes 
for action. In other words, consciousness raising can so easily become the 
reflection without action which Freire calls wishful thinking. On as 
other hand, critical consciousness facilitates analysis of the context i 
problem situations for the purpose of enabling people together H 
transform their reality rather than merely understand it or adapt to ! 
with less discomfort. If such transforming action is the goal of pedagogy, 
this suggests the need for serious attention to the atomization an 
alienation of students which distance education at present seems both to 
presuppose and to reproduce. i h 

Alienation and isolation in distance education are just as moe 
problems for the teacher as for the students, particularly if one aa 
teacher is working to introduce a pedagogy which is tending in a very 
different direction from the accepted practice in one’s institution. 


‘The Pedagogy Is the Struggle and 
the Struggle Is the Pedagogy’*? 


Whilst the choices one makes in distance education, as in any form 2 
education, have political content and the educator must, as Freire a is 
be very clear as to the model of society towards which he or she of 
working, the sheer size and complexity of the tasks confronting oe 
us who wish to explore new and critical ways of working are such that ce 

may see no way to begin. I certainly felt like this for a while. aerate 
my experience confirms that of Shor, who found, as he struggled ii fk 
extraordinary environment of Open Admissions in the City enna 
New York in the 1970s, that we may need to start with the cen 
underdevelopment of students, at the same time that we are darne vo 
the reality of other aspects of students’ lives and experiences. I founo D 
whilst I often underestimated students’ ability to develop insights 
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reread of society on libraries, I invariably overestimated the level 
skills that they would be able to bring to articulating their reflections. 
f I had made a deliberate decision not to write comments all over 
journals, though I do this with ordinary assignments. Journals were such 
AE AS that I felt my busy green pen had to keep out, so I 
eae myself to writing comments on the official cover-sheets. I 
Pay: gave up one means I had to comment very directly on students’ 
gnitive skills. I had plenty of opportunity with on-campus students to 
develop their skills in listening, speaking, paraphrasing, criticizing, 
synthesizing and so forth, and was perennially frustrated not to be able to 
do this with distant students. 
This is not to imply tha 
nit grammarian, or that t 
a a while one ‘fix 
anking fashion! On the contr 


is sg : A 
multidimensional. Because one 1s aware 
party is insufficient to enable students to overcome the disabling effect of 


immersion in mass culture and penetrate the reality of that culture, one 
hian to be prepared to share with students the exhausting work of 
achieving new, critical levels of literacy at the same time that one is 
exploring with them the more immediately apparent agenda of a subject. 
To do this in the distance mode is a huge challenge. No two classes or 
intakes of students will ever be the same, there are no rules, and one 
soc just follow a syllabus. The teaching process is a continuous 
earning process, an exploration of possibility. 

Shor’s comments on this issue, though arising out of on-campus 
teaching, are applicable to our concerns in distance education. 


t underneath it all the critical teacher is just 
he difficult work of dialogue can be 
es up’ students’ language problems 
ary, the critical teaching enterprise 
that the language of pub and 


ough the many layers of public 


schooling, college freshmen and freshwomen arrive with weak 
literacy, low bases of information, and unevolved conceptual 
skills. The liberatory class will have to deal not only with many 
bad feelings about school, but it will also have to present critical 
problems at the same time that it develops the cognitive faculties 
needed to handle critical inquiry. Nothing can be taken for 
granted here. The liberatory enterprise is pulled in many 
directions at once, as it evolves in a social field full of obstacles. 
The critical teacher who begins the study and teaching of mass 
reality starts without knowing what the students know and don’t 
know. The encouraging news is that despite all the inter 


ferences, 
Critical thinking happens regularly, in classes where srüdents 
display a startling richness of intelligence and humanity. 


For all their processing thr 
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Conclusion 


My seven- to eight-year struggle to create a critical approach to distance 
education in librarianship resulted in a pedagogy which was quite 
successful in raising student awareness of the library-in-society and 
society-in-the-library. Much like the character in Moliere’s The Bourgeois 
Gentleman, who made the discovery that he had been speaking prose all 
his life, I found out when I was in the middle of all my experimenting 
that what I was attempting was what others elsewhere were already 
engaged in and were calling ‘critical pedagogy’ or ‘critical teaching’. In 
this regard my encounter with the work of Shor has proved crucial. A 

If I had only wanted to have students become more aware of socia 
issues, I might have felt, when I left that particular teaching job, 
reasonably satisfied with what I did. But it was not nearly enough: the 
development of awareness is only a small, albeit necessary, part of r 
creation of a praxis which might contribute to the transformation of life 
and work in a professional milieu. To facilitate this in ae 
education, new and solidly dialogical approaches are called for, and 
conclude this chapter, as Shor concluded his first book, in the knowledge 
that we have to go much further than the experiments reported here. 


Notes 


1 These included the social responsibility movement in the professions, si 
human potential movement and the adult literacy movement. I hav 
discussed these things in greater detail in Modra (1979, 1984a, 1986). l 

2 Freire (1972a), Rogers (1961), Hampden-Turner (1970), Perls ¢ on 
(1973), Miles (1959), Fromm (1960), Kozol (1977), Lovett (1975) wet 
all significant, though other works by the same authors were, and remain, 


: : ice in 
important. I cannot help but notice, now, that there is no female voice 
this list. 


Foskett (1962), p.4. 

Kozol (1977), Ch.4. 

See Modra (1986) for treatment of this and related issues. ‘ch 
This comment was made during a series of workshops I ran in 1978 whic S 
are written up in Modra (1979), A number of similar reactions W® 
observed. 

Schon (1983), p.31. 

Modra (1984b). 

Welch (1980),p.78. i 
What I discovered was that distance education was dominated by wha 
Evans and Nation call ‘instructional industrialization’. I found, as ne 
did, that ‘distance education has remained isolated from the hisar e 
philosophical, political and sociological critiques of education’. See Eva 
and Nation (1987). 
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a p a I began suggesting to students that they cultivate the art 
RA rnative sources to the ones suggested. Part of my reason for 
a g this was that it is a useful skill for a librarian to develop: when one is 
S ping a client, inevitably the most useful item is already out on loan and 
ne has to find relevant material elsewhere. 
Freire (1972b), p.47 
Misgeld (1985), p. 107. 
Smith (1976), p.4. 
ae PO one does not learn to be democratic through being 
Ta ged in an undemocratic classroom; and it is not possible to foster 
alogue by delivering a monologue. That this chapter is essentially a 
monologue is, however, inescapable! 
oa began to have students prepare journals in 1981, when I introduced 
this exercise to undergraduates. In subsequent years I extended it to 
sei seeguan students. I guess it is in the nature of such experiments that 
oe ue not undertake them with an eye on posterity: particular to the 
x T are the problems of that semester, especially when one is solely 
esponsible for subjects having enrolments of over 100 students. In 


a 3 ; S ; 
eel ee. on the first draft of this chapter, a colleague said it was a nice 
rony that I had not kept a journal about the experience of doing journal 

in two different years but 


Tork with students: in fact, I did begin to do so in tw 
re not maintain my momentum. I know how students must have felt! In 
the absence of adequate information or personal reflection on each year's 


work, I have had to draw heavily on data I had kept concerning journal 
work undertaken by postgraduates in 1983 and 1985, and reading logs 


done by postgraduates in 1987. 
I always got scrapbooks. 
One year a couple of stude 
in a particular region reported th 
try to address problems of censors! 
their work in ‘Libraries in Society’ 
Smith (1976), p.43. 

Zubrick (1985). 

Shor (1980), p.37. 

Freire (1976a), pp. 146-7. 

I have some concerns about t 
(e.g., some simple experience 
which does not engage the ines 


tions of Freire’s work. Kidd and Kumar \ 
cooptation’ of Freire using examples with somewhat more disturbing 


implications than the one above. It is interesting to note that Kidd and 
Kumar criticize, inter alia, the University of Massachusetts. I am not sure 


I agree with them on that. Of course, the opposite sort of orientation to 
Freire — an uncritical ‘ro : «ideas — is probably just as 
shortsighted as cooptation. Some articles in Robert Mackie's excellent 
book on Freire (Mackie, 1980) are an antidote. A very different critical 
analysis of Freire’s ideas by Facundo (1984) is also recommended. Both 
books demand that the reader be familiar with Freire’s output. 


Evans and Nation, op-«t- 


nts working in the libraries of different schools 
eir decision to get together informally to 
hip in schools. This was a direct result of 
, but I have no data on the experiment. 


often announced as Freirean 
hes to literacy tuition) but 


capable ontological and political ramifica- 
(1981) provide a critique of the 


he sort of work 
-based approac 
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Most books on Freire explain something of this process. Barbara Bee's 
article, ‘The Politics of Literacy’, in the Mackie collection (Mackie, 1980 
provides a very clear and accessible account of Ereire’s teaching process an 
its social and culture bases. 

Shor (1980), p.46. 

Ibid., p.47. 

Ibid., p.49. . ce 
Mills (1970), p.232. ‘You do not really have to study a topic . . . On 
you are into it, it is everywhere.’ 86) 
Background for this claim can be found in Modra (1984a, 1984b, 19 of 
It is clear to me that the library profession is paying the price i 
professional education which is becoming more and more arane 
decontextualized. The field is in thrall to unexamined notions about oe 
information society’, adequate preparation for which is assumed to vo 
in the acquisition of technical and managerial skills quite divorced fro! 
any solidly-based social critique. 

Shor (1980), p-xxvi. 

Petrik (1987), p.133. 

Ibid.,p.81. 


Chapter 9 


A Distance Education Curriculum 
for Curriculum Theory 


Lindsay Fitzclarence and Stephen Kemmis 


Thi 
s che s 
hapter represents the results of our reflection on a specific 


i : : 
E Nh sadn or education: the Deakin University Master of 
disente pom CS 802 Curriculum Theory À As the reader will soon 
aeaa ‘nena was informed by a particular view of education and 
smetka i m (in the way It always does) practice turned out to be 
iiprove ~ ie i: than our theory envisaged, giving us the opportunity to 
brief e one and our practice. In the following pages we give a 
meiner ke the structure of the course and offer an interpretation of 
history. ni sei it has raised for those working on it over its five-year 
conclusion e tie is organized in two major sections with a brief 
background i e first section is a descriptive account, giving the 
Theses ; rationale and brief history of the course from 1983 to 1987. 
self-unde g provides an analysis of several issues which emerge out of the 
fesad poor si of the course — a perspective which attempts to place 
conclusio and ideas of the course 1n a general curriculum context. In the 
nares we return to some of the central concerns which have 
Samia and continue to structure, the nature of the course as an 
ation of ‘the curriculum problem . 


avail a ‘Curriculum Theory’ course is on 
1 m . 4 . r . 
able within the Deakin University Master of Education and Master 


of E ` : 

rl Educational Administration degree programmes. It is a whole-year 

urse see : ars 

öt N valued at two semester units (eight are required for Deakin’s MEd 

foll EdAdmin degrees). The handbook outline for the course reads as 
ows: 


e of about eighteen courses 


hes theories of curriculum from theories of 
d introduces students to an approach 
d monographs introducing 
about curriculum. 


This course distinguis 
Curriculum development, an 
to curriculum theory. Students rea 
some ‘conceptual furniture’ for thinking 
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The course is modeled on a professional association: the man 
work of the course is expressed through professional reading in 
curriculum (guided by a course bibliography), writing for other 
students in a course journal, and carrying out a project. 

Through this collaboration, the course community develops a 


» These were initial aspirations about the course “ae 
i critical review, To use the words 
of UIf Lundgren, one of the origi i : title for a 1983 
€), we have come to recognize chat 
pe and happening’ in the course, just as 
m. This chapter will attempt to explain 
€ and the happening. In order to do this, 1t 
to reflect on issues in a wider frame of social 
ifics of curriculum and the course itself. 


something of both the hop 
will be necessary at times 
change, away from the spec 


General Background: ‘The Hope. . > 


To make sense of the idea of a Masters leve] Course taught in the distance 
education mode, it is first necessary to know something of Deakin 
University and its charter as a Provider of distance education. Of the four 
distinguishing features of the University noted in the 1988 Handbook. 
the following is given the most emphasis: ‘but Perhaps the most singular 
distinction is that it provides the Option of eith 


: A either On-campus Or 
off-campus study, being considered a leader in the field of distance 


University was invested 
ance education mode; a 


y ; he Open University in 
Britain. Deakin University started at a time of dramatic expansion of the 


‘ary education sector in Australia; thus its formative years were in a 
E elative luxury for tertiary education. 
riod of re r te 1970s and early 1980s the School of Education at Deki 

i In o a -ame involved in the development of Postgraduate courses 
University wins ive in two senses: first, they were to be offere 
that were Ia E mode; and second, they involved offeri 
the distance € 


pe 


d solely in 
ng a range 
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pe ples a cae of the areas of curriculum, classroom processes 
seinen ala eee course Curriculum Theory aimed to 
a in both these senses. In its development phase it was 
ra al ab as a key unit in a sequence of courses in curriculum in the 
Heit ok PaaS — one that would not only introduce students to 
el aap ed as 7 ield of study, but which would also help students 
A nt developmen in thinking about curriculum issues — the 
PNE heorizing and of reasoning which the licerature increasingly 
as appropriate to the content, problems and issues of the field. 
P The initial ideas about the ‘Curriculum Theory’ course were 
inspired by an increasing concern to explore the general patterns of 
thinking in the field of curriculum. Yet course team members found 


t : : ; 
hemselves caught in a unique dilemma: ' the course they offered was not 
ime it was a curriculum. To avoid 


Only about curriculum, at the same ti 

Contradiction, the course would have to be quite explicit in exemplifying 

any curriculum ideas and principles it chose to advocate. Course team 

members realized that they could not offer just a guided tour of the 
hich left questions of the 


literature Aeeuticulum>— a ading couse 
lived curriculum’ of the course tO chance. It had to model a set of 


Curriculum principles in its practice. The issue of theory and practice in 
Curriculum (from which Ulf Lundgren had fashioned the phrase ‘hope 
and happening’) was thus a real and compelling one for the makers of the 


Curriculum Theory’ curriculum. Their own curriculum and curriculum 
development practice should provide a model of the practice of 
curriculum theorizing, an Id construct a set of tasks for 


d the course shou 
students in such a way that they, too, could encounter and engage issues 
of the relationships betwee? theory and practice 1n their own curriculum 
work (in their work ro 


S, curriculum developers, or school 
administrators, for example). 


les as teacher: 
But the problem was not only one of exemplifying an agreed or 


accepted theory of curriculum in practice. As the recent literature of 
curriculum had shown, ¢¥ views of curriculum theory were emerging in 
the field, The idea of ‘theory’ also needed to be made problematic. Liew 
recognized that students might well find this unfamiliar and difficult; it 
could not be assumed that many, let alone most, had previously 
encountered the idea that, to construct a theory, one actually needs a 
theory of what ‘theory’ is — ° meta-theory. In curriculum this means 
having a Gmetaycheory about the nature of curriculum theory. It means 
being able to distinguish different kinds of curriculum theories in terms 
of their theories Of curriculum. In identifying the need for a discussion of 
meta-theory> rse team was acknowledging that presumptions 


he nature 


the cou 
of c irriculum theory and theorizing are potentially 


about t 
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invidious, carrying sometimes unrecognized and unexamined sae 
tions about the nature of curriculum itself. Particularly at the time sof 
the course was first mooted, the course team was aware that the pent 
curriculum theory were changing — that the field was entering aunty 
phase. These changes could be understood in terms of os raged 
(theories of theory and Practice), so the course team regarde a of 
important to focus on meta-theory in order to offer an interpretation 


: . : aracterized 
the quite concrete, changing patterns of assumptions that charac 
contemporary trends in the field. 


A first aspect of the 
could be discerned in its vi 
theorizing — jn additi 


change in curriculum theory and theorizing 
ew of the central role of teachers in curriculum 
on to their role in curriculum planning, 
curriculum change and Curriculum realization, The emergence a à 
strong professional consciousness in the teaching service had been given 
structure by the trend towards school-based curriculum development an 
away from the central control of the curriculum processes by state 
education departments. In Australia this trend was the product of a 
cher unions for greater influence in grien wi 
‘issue through the late 1960s and ear : 
iculum issues as of similar importance to othe 
Curriculum matters so directly affected the nature 
hers’ work, Outside Australia the trend had been 
fostered by British arguments for the centrality of teachers in curriculum 
nt, for example, in the work of Lawrence 
and in the United States by arguments for curriculum 
ode of Curriculum theorizing, for example, 
d Decker Walker (1970). An awareness ° 
. uments and political struggles had led various 
Deakin researchers to work on the development of ‘action research’ as 4 
modus operandi for those people at the front line of curriculum 
cognized the exigencies of ae 
active participants in the work @ 


social sites and the im 


a iess > planning Processes. > sa i 
econd set of changes in the understanding of curriculum in t^ 


literature was the emergence of ‘critical’ theorizing about curriculum. At 
the time the Curriculum Theory’ co 


x eam 
; urse was being planned, course team 
er ben grappling implications of this view 
cu m theorizing in their oy A ‘critica 

š wn work. One source ew ‘critica 
view drew on the ource of this n 

1971) and the Marxi 
Gintis (1976) in Nor 


-al: Deakin 
: : : Er source was more local: Dea 
theorists of curriculum were begi s 


A Distan ducation Curriculum for Curri ulum Theor 
‘ance E 
“Cat Cu ult fo G culum $ y 


Frankfurt Sc E i 
scientistic’ ieee w critical theory which had produced a criti 
research, educatio g in contemporary social life (including seal ct 2 
had berna ta nal research, and social and educational polic AA ding 
te oe new connections between action cee : l 
developing theo = a conception of a critical educational science The 
Dela aca dice “won perspectives on curriculum, based on wo k i 
of the Scheel be ar when combined with the awareness of the > = 
foundacional ei curriculum development trend, provided ae 
In 1981- mae a course about curriculum. 
2 the course team began serious work in preparation for 


teachi 

ing ‘Curri 

5 urri , P r 

assisted in ae ag Theory’ for the first time 1n 1983. They were 

ir work by consultants appointed to bring particular 
` These consultants were the 


Experti 
late aes the development of the course. 
members any es Stenhouse and Dr Jean Rudduck,” at that time 
Anglia in Engla eee for Applied Research of the University of East 
E ucational Re a , and Professor Ulf Lundgren from the Department of 
tenhouse and search of the Stockholm Institute of Education in Sweden. 
and insight } Rudduck brought with them a great deal of experience 
teachers in G the matters related to thinking about the roles of 
with him erie: research and development; Lundgren brought 
deas emerging from the Marxian inspired theories of social 


reproduce; 
ction. These three people provided perspectives which, when 
‘or trends in thinking about the 


combi : 
a an eee up on two of the maj 
In ri the time. ; 

explored — with the course te 
Context of as relaced to students thinking ym w 
developed — particular forms of teaching P 6 This notion 
together a rom the attempt tO hold the theory’ i relationship 
nd to avoid the separation of these elemen characterizes 

ired to develop 


man 

y pos 

approach tgraduate courses. From the outset t 

ideas ae Which helped teachers and others tO @ 
issues based on actual teaching situations- 


Rudd 
Sateen thins provoked a subtle but significant shift 
anding of the course — a shift from ‘theory’ tO «theorizing On the 


asis of 
Stenhouse’s previous work developing the notion of the teacher as 


an ‘ 
exte n 
which = professional’, the course ream began to €x 
the course could support the development © 
ilogy of elements 


Sion s 
alism in i 
extended in its students. The t 

professionalism, in Stenhouse’s view, included: 
tematic questio 
elopment; 


e and Rudduck 


am Stenhous' 
lum within the 


about curricu 
ractice. 


ning of one’ 


1 à 
the commitment to SyS 


teaching as a basis for dev 
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2 the commitment and the skills to study one’s own teaching; 
and 

3 the concern to question and to test theory in practice by the 
use of those skills. (1975, p.144) 


This action-based approach to studying one’s own work context provided 
a fundamental statement of principle and a practical basis for the 
development of the pedagogy of the course. One of the ways this 
Orientation to action came to be enacted in the course design was in the 
notion that students would conduct projects in which they explored their 
own work and working situations. It was also to be enacted by making 
the theorizing required by these projects public. This idea echoed 
Stenhouse’s definition of research: ‘I see academia as a social system for 
the collaborative production of knowledge through research. Research is 
systematic enquiry made public. It is made public for criticism and 
utilization within a particular research tradition . . .' (1979, p.7). In 
keeping with this definition Stenhouse and Rudduck advocated the 
development of an information exchange forum within the course and, 
given the nature of the distance education Situation, in which students 
would not have direct contact with either their peers or tutors, the idea 
turned out to be extremely important for the pedagogy of the course. It 
took concrete form with the development of the idea of a Course Journal. 
The idea of the ‘Curriculum Theory’ Course Journal was regarded as 
significant not only because it could provide a medium for students to 
exchange ideas. It also offered the possibility of enacting Stenhouse’s 
notion of ‘academia as a social system for the production and utilization 
of knowledge through research’, A journal offered the prospect of 


collaborative exchange in which course team members teaching the 
course could enter the forum on a more equal basis with students.’ For 
this reason there was so 


me spirited discussion in the course team about 
whether and how it should Operate as an ‘editorial board’ for the journal. 
Would it accept all stu 


dent submissions? Would only th bmissions 
be published which se EPR ear 


emed particularly meritorious? In the end it was 


example, that they be 
introduced 


e journal, with the course team 


r ditorial board, it was thought that 
the journal could become a medium for declaration and dialogue between 
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students and course team members. On this basis, perhaps, staff and 
students could exchange ideas as a community of enquirers. Moreover, the 
idea of a journal readily addressed the problems posed by distance 
education as the print medium formed the basis of most of the Deakin 
courses, even though it was likely to put students in an unfamiliar role, 
where their work was written not only for tutors but for one another — 
indeed, where all the writing for the course was to be ‘public’ rather than 
a ‘private’ exchange between individual students and their tutors.” 
Working from this image of the course as a community of 
enquirers, the course team began to consider the course on the model of a 
professional association, in which members contributed to and received a 
Journal, but also participated in an annual conference at which they read 
and discussed papers face-to-face. The ideas of the journal and the annual 
Course conference thus became central to the pedagogical design of the 
course. 


UIf Lundgren’s contribution occurred after that of Stenhouse and 


Rudduck. As noted previously, he brought with him an interest in 
understanding the curriculum in terms of the relationship between 
schooling and society. Lundgren’s work had led him into a way of 
thinking about the structure of the curriculum in terms of its 
relationship to the economic mode of production in a society. In this 
sense his was a classic Marxian approach — one that formulated a way of 
thinking about social institutions in terms of their relative positions in 
the base/superstructure framework of Marxian thinking. His analysis was 
fresh and powerful. It built on an emerging tradition of a critical a 
Conflict approach to thinking about the structure of the curriculum. 
While Rudduck and Stenhouse had greatly influenced the course team s 
ideas about the pedagogy of the course, Lundgren’s contribution was 
especially important in giving focus to the content of the course. It was 
agreed that he would write a monograph for the course as a statement of 
his theoretical ideas about curriculum which could, on the one hand, 
problematize the field and the notion of ‘curriculum’ for students, and, 
On the other, provide a common point of reference for students and the 


Course team in their own projects, reflection and writing. 
In the ‘Foreword’ to the Lundgren monograph Stephen Kemmis 


Provides an analysis of the text through a comment on Its title: Between 

Hope and Happening: Text and Context in Curriculum, noting that 
Curriculum is to be understood as part of the s 
Process by which the social relationships necessary 


are reproduced. 


On the other hand, the phrase ‘text 


ocial and historical 
for production 


and context in curriculum’ 
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captures the dynamic of processes of social formation, some of 
whose traces can be read in curriculum, both as an historical 
artefact and as an historical force — shaped by and shaping 
history. (p.5) 


Lundgren suggested that the problem of curriculum could be thought 
about in terms of the social necessity of sustaining a society’s basis of 
production through reproducing — passing on to rising generations — 
the knowledge, skills, practices and social relationships needed for 
production. He argued that curricula are one of the ways in which the 
gap between production and reproduction is bridged. People wanting to 
ensure the future of existing means and modes of production must select 
and decontextualize the knowledges, skills, practices and social 
relationships required for production from the context of production, 
then recontextualize these knowledges, skills, practices and social 
relationships in forms suitable to the needs, traditions and patterns of 
work of the settings in which reproduction occurs (for example, in forms 
suitable to support teaching and learning in schools and other 
educational institutions). The results of this process of selection, 
decontextualization and recontextualization are curricula, Curricula thus 
embody ideas about how production and reproduction can be related, and 
about how rising generations can be inducted to the forms of life 
generations that have gone before. As such, curricula are important 
historical documents, providing evidence about the ways in which 
societies understand themselves — evidence about what aspects of 
production a society regards as so important that reproducing them 
cannot be left to chance (for example, left to socialization in the 
workplace, or upbringing in the family). 


According to Lundgren, the development of curricula is @ 


problem for itself by develo 
significant about itself — 


relationship between producti 
of rising i 
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theories about itself, its economy and its culture, about the nature of 
education and schooling, and about the relationships between them. 
From this analysis, Lundgren argues, it follows that the central 
problem for curriculum theory is the problem of finding the theoretical 
means to interpret different curricula in different cultures and societies in 
different epochs — by interpreting them as texts which, in their own 
ways, for their own times and settings, reveal specific ideas and theories 
about how the specific needs and contexts of production (for example, in 
the economy) are thought to be related to the specific needs and contexts 
of reproduction (for example, in schooling). If every curriculum reveals a 
specific theory of the relationship between production and reproduction, 
then the task of curriculum theory is to develop general theories capable 
of understanding and explaining the specific theories which inform 
specific curricula. In this sense Lundgren regards the study of curriculum 
theory as meta-theoretical. 
Lundgren’s ideas, when placed beside those of Stenhouse and 
Rudduck, helped provide a general conceptual framework for the course. 
Stenhouse and Rudduck had provided the basis for the primary 
pedagogical considerations of the course, while Lundgren had provided 
the primary theoretical questions. At the same time the course could also 
understand itself in the terms of Lundgren’s theoretical framework as 
aiming to produce — or reproduce — a different kind of teaching force 
in Australia: one committed to what Stenhouse described as ‘extended 
Professionalism’. The course team understood itself to be selecting (from 
the context of educational production in schools and education systems) 
the critical curriculum theorizing and practice of some teachers and 
teachers’ organizations, and preparing a pedagogy capable of reproducing 
this extended professionalism among its students as a rising generation of 
Curriculum theorist-practitioners. The way these two dimensions came 
together can be seen in an image provided by a short comment in the 
Study Guide produced for the first offering of the course In 1983. The 
Statement read: ‘The long term aim of the course 1s tO help you changa 
the way you do things in the light of what you know (and change ee 
you think in the light of how things work out in practice) ere 
Major aspiration of the course was given a structure by the id ad a 
Suggestions of Rudduck, Stenhouse and Lundgren, but it 1s equally 
important to recall that the pe ese people were set against a 
‘ j i <i ag ver the 
Stream of research and theorizin kin researchers over 
preceding yez at is, the ideas he planning phase of the 
: BE os VERE ars of work that related 
Course were set down on a foundatt ars O pi Nae ee 
to: different 2 : - bler .!° This point 1S 
different aspects of the proble! aa mds i 
Clearly demonstrated in the followin, 983 Study 
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In terms of historical and political processes which produced the 
Curriculum Theory course, it is a product of a continuous line of 
development in the work of Deakin staff interested in ounces 
— a development which has taken place over the last few years. It 
has involved research on teacher action research (a form of 
self-reflective research by teachers for teachers), theoretical work 
on modern critical theory (a theory of social science whose aim is 
to facilitate the development of a more just and rational society 
through critical analysis of our present social and educational 
institutions and practices), long-term in-service work with 
teachers helping them to develop a critical perspective on their 


Own practices, and a great deal of critical reflection on our own 
teaching practices. (p.8) 


At a more concrete level the work of the course team, in the planning 
phase, can be characterized in terms of the agreement reached on the key 
ideas or propositions of the course and the actual structural components 
of the pedagogy of the course. These were described in the first Study 
Guide which presented students with four key prop 
supporting theme, a composite list which provided the 
theoretical aspirations of the course: 


sitions and one 
surface text of the 


1 Any curriculum (text 


for pedagogy) or any curriculum theory 
(text about pedagogy) 


is a unique product of the historical and 
political circumstances and Processes which produced it. 
2 Any curriculum or curriculum theory expresses particular 
values and value systems; implicitly or explicitly, it expresses 
a social and moral philosophy, By examining these value 
commitments and the social relationships which support 
them, we may identify the ideological aspect of the curriculum 
or theory. 


nature of knowledge. By 
on subject-matter (of learning or of 
y identify the epistemological aspects 
4 m theory expresses, implicitly or 

explicitly, a view about the organization of teaching and 


learning. A curriculum theory therefore, is also a theory 
about pedagogical action. (p.10) 


A fifth point, which emerges out of these 


four, was that a dialectical 
conception of theory and Practice could a 


Ssist students to develop a 
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platform for critique in which action and understanding could be seen as 
mutually constitutive, constantly and critically informing one another. 
The pedagogical structure of the course was designed to permit 
students to explore these five points critically and self-critically in their 
own day-to-day practice as well as in the work of the course. It included: 


1 the production of a course journal based on contributions from all 
course participants (students and course team) in several distinct 
‘departments’ (theoretical articles addressing the ‘conceptual 
furniture’ of the Lundgren monograph, activity reports through 
which students reported on their explorations of the key 
propositions of the course in their own practice, contributed 
abstracts of reading done for the course, and correspondence with 
other course members about their contributions);'! 
the holding of an annual course conference at which pa 
be presented and discussed; 

3 project work by course particip 


pers would 


N 


ants which would permit actual 
curriculum theorizing undertaken in participants’ own curricu- 
lum settings, with a major project to be conducted throughout 
the year and reported on in a project report, and smaller-scale 
investigative activities (perhaps contributing to the major 
project) to be carried out along the way and reported in the 


Course Journal and at the conference; and , 
in a wide range of reading and reflection on 


curriculum as a basis for reflection both on one’s own practical 
activities and on theoretical ideas being discussed in the Journal 
(in one’s own and others’ contributions). 

ical principles, the ‘Curriculum 
that it is the task of teachers to 


ect matter of a course, Or a variety of 
In this way it challenged a 


4 engagement 


Being constructed on these pedagog 
Theory’ course set itself against the view 
Present a ‘correct’ view of the subj 


Competing but more-or-less adequate views. sway I l 
conventional liberal view, widely held in universities since the 


Enlightenment, that a variety of competing, more or less adequate, views 
of a subject should be presented so that students can choose among them. 
This Enlightenment view may seem to be important in any course which 
aims to be ‘critical’. In practice, however, the presentation of alternative 
views in many higher education courses 15 frequently no more than a 
Manifestation of the ‘marketplace’ notion of debate criticized by 


MacIntyre (1981). On the ‘marketplace’ notion staff frequently present 
arguments between them (and 


views without sufficiently engaging the : 
hat their theoretical preferences 


sometimes distort their presentations so ™ ir che 
are clearly implied even though insufficiently justified by argument). 
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Similarly students are not compelled to argue the eee a 
weaknesses of competing theories; a choice between them is regarde a : 
matter of private conviction, not public justification. In such ey t w 
substance of points of view is regarded as separate from the meee 
arguments for and against them; by this means the process of ` a : 
itself, through which the compulsion to support or reject views 
secured, is made secondary, and ‘holding’ views is treated as ond 
significant than sustaining them through argument. For such reasons t T 
‘Curriculum Theory’ course constructed itself as a ‘community ` 
enquirers’, creating a journal and a conference, and requiring correspond- 
ence between students. For such reasons also it prescribed the Lundgren 
monograph as a focus for debate — as a proto-theory to be tested against 
students’ views and the views of the literature of curriculum. The course 
was thus to be constructed through critical and self-critical debate in 
which students would be required to argue about the strengths and 
limitations of Lundgren’s views, the views of the course team and each 
other's views. Their commitment to the debate would be secured by 
making their own practice a source for and an object of their enquiries. 
The description of ‘Curriculum Theory’ so far has given some 
background to the development of the course for its first offering 1n 
1983, illustrating some of its Major assumptions and its strong sense that 
it should be explicit about its own pedagogy as a curriculum about 
curriculum. It describes features of the course that were themselves tO 


undergo change in the light of experience of the course in practice, when 
its ‘hopes’ became — or did not become — ‘happenings’. 


A Description of Five Years of ECS 802: 
‘The Happening. . .’ 


The first number of the Course Journal was prepared by the course team 
and some other people, such as David Hamilton from Glasgow, who 
might be described as an ‘outer circle’ of ‘associate members’ of the 
course. It was a primer, one to be Set up as a starting point for the sort of 
contributions which were anticipated from all] course members. The 
protocol for student publication involved submission of articles to a tutor 
who would determine if the pieces satisfied explicitly stated course 
requirements (laid out in the Study Guide) for journal submissions. If 
there was any doubt about the standard of the work submitted, it was tO 
be second-checked by another tutor and returned to the student with 
recommendations for rectifying the particular problems. In this sense the 
course team was to function as an editorial board. The difficulty in 
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entering into the sort of public exchange anticipated by the Journal 
structure is captured in the words of one of the first contributions in 
Volume 1, Number 2 (the first ‘real’ Course Journal, containing student 
work). The statement commenced with the following remark: 


I hate getting started, I’m nervous. Like an old-style bush kid 
confronted for the first time by the sea. (I hope its okay to 
collaboratively share some panic and feelings of inadequacy along 
with the engagement in pedagogical discourse!) I'm just wanting 
(hoping?) to get started, to get the toe in. Nothing flash. 
(Poynter, 1983) 

nt represented the view and emotions of other 
les about theoretical issues, about 
lum activities they were engaged 
were reading and about their 
rted in previous Journals). The 


It is not clear if this statceme 
course participants. People wrote artic 
their attempts to interpret the curricu 
in, about the books and papers they 


reactions to other people's ideas (as repo 
Journals came out on a regular basis and information started to filter 


across the various departments (theoretical articles, activity reports, 
abstracts, correspondence). People wrote about Lundgren’s monograph 
and started to move around the various pieces of his ‘conceptual 
furniture’. Lundgren’s proto-theory provided the common reference 
point for placing curriculum issues in a wider context. In August 1983 a 
course conference was conducted in which people who had known each 
other only abstractly, through their journal writing, met each other and 
talked in person. Fifteen people attended, including some invited 
speakers. Those people unable to attend submitted ‘display papers’. The 
forum provided a significant extension 


to the theme of the course, giving 
it a moment of life and vitality that is important in all forms of 
education. 


Looking back at the entries in the Journal in 1983, one can detect a 
Sense of the long-term patterns of concerns which were to emerge time 
and again in subsequent years. The following comments lifted from 


Volume 1, Number 4 (the final issue of the first year of the course) are 
which were to become consolidated in 


indicative of trends and concerns ¥ 

Subsequent years. For example, with regard to the Lundgren monograph: 
‘The more I am working through this course the more restricted I am 
beginning to feel having to use Lundgren’s furniture. I feel the meanings 
of some of the terms he uses are C00 narrow, OF fluctuate’ (Gossage, 
1983). A different type of comment, but one that clearly related to the 
philosophical underpinnings of the course, noted the following concern: 
he real reason for the reactionism emanating from 


to my mind t i 
heir inability to appreciate that although 


the course developers is t 
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this course is based in materialism (which they acknowledge) 
they have been prepared to accept material from participants who 
do not utilize materialism’s philosophical underpinnings. This 
does not mean that course participants must believe in 
materialism, rather I am expressing the view that argument put 
forward in course material must be based in support or attack of 
that philosophy. However, what has been obvious from the first 
articles in the Journals is writing based in Platonic idealism but 


lacking a perspective critical of the Marxist materialist view. 
(Green, 1983, p.153) 


Comments like these raise questions about the epistemological 
framework of the course and its pedagogy, especially its notion of the 
course as a ‘professional association’. 

At a different level other comments point to a different type of 
reaction, one that aligned more closely with the bope of the course team 
and, in particular, to the ideals espoused by Stenhouse and Rudduck. 
This point relates to the opportunity afforded by the course structure to 


take apart and reassemble one’s particular context of work. This point is 
well explained in the following comment: 


I have found the course has pushed me 


actions and viewpoints as a curriculum practitioner and more 
importantly clarified these points of view and, I consider, led to 
informed considered action: praxis... , 


What has appealed to me is the valuing and recognition of my 
everyday knowledge about curriculum by the 
other course participants. 


curriculum conference and t 
to lay out more of my prac 
given me greater control ov. 


to describe and analyse my 


course team and 
This affirmation via the journal, 
utor’s comments has encouraged me 
tice for scrutiny and in so doing has 
er it. (Cleary, 1983, p. 183) 


ar ; i , PES i 
positive reaction to ‘Curriculum Theory’, O 
mbers were not uniformly satisfied with the 


Not all students had such a 
course, and course team me 
quality of students’ work. 


In the latter part of 1985 a review of the course was conducted by 
Terry Evans from the Deakin University Distance Education Unit 
(Evans, 1985b). This evaluation Provided insights into both the 
theoretical scope and the pedagogy of the course. Evans discovered a high 
degree of confusion and apprehension amongst the students he 
interviewed. In his words, ‘. . . the Most important single point about 
the students was that they were not expecting the sort of course that they 
received’ (p.2). The largest cause of this confusion, in his opinion, was 
students’ lack of familiarity with the neo-Marxist perspective and/or the 
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history of educational thought. This particular concern was most 
manifest in having to work with the Lundgren monograph. Evans noted 
that ‘the monograph represents the central component of the course and 
is also the location of most of the problems for the students’ (p.5). 


Staff were running into difficulties too. In the area of the course 
concerns associated with the trials and 


pedagogy there were many 
| around in sufficient detail and 


tribulations of turning course materia 
time to be meaningful. The process required that tutors read and check 
submissions against course requirements, decide whether they could be 
published as they stood or whether resubmission should be required (a 
judgment to be checked with a second tutor), hand over material to be 
published to a course assistant who would collate, paginate and index the 
material, send it off to the University’s Printery for reproduction, and 
ensure that it was sent out promptly to students. The process, while 
administratively routine, was easily disrupted. Tutors might be away at 
the time material was received, arranging the first check of material 
against course requirements might take longer than the few days allowed 
in planning the process, second checking adds time to the process, 
compiling the material might be held up by late student submissions, 
and occasionally delays could occur when the University s Printery or 
mail-out facilities were unable co process the material speedily. 
Alongside this production process, tutors were expected to respond to 
students’ work individually, offering suggestions, advice and evaluative 
comment. This assessment process was also demanding, since students 
work varied greatly with their individual interests and work settings, so 
no marking could be considered ‘routine’. Through the year students 
Were submitting as many as fifteen pieces of work, varying from 
One-paragraph abstracts of Journal articles to substantial project reports. 

he assessment load was thus substantial in quantity and demanding 
because of the rather relentless course schedule. — 
_ One of Evans’ concluding comments provi 
first few years of operation: 


des a summary for the 


ing a critical community at a distance is no 
dence of the present group of 
d, but there has been some 
, 


ne students said that they did 


The task of construct : 
mean challenge. From the ev! 
students it has not been achieve 


I ck 
progress. For example, almost a a me 
i that they ae members of a Curriculum Theory critical 


e said that the feeling was of a ‘sense of 
urse’ — but several students did feel that they 
h other than in other distance 


Isewhere. (p-8) 


community — on 
loneliness on the co 


were more involved with eac 


education courses at Deakin or € 
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These points are worthy of some elaboration, for they pull into sharp 
relief the different elements of this course. The substance of Evans 
analysis will be developed further through the ideas and observations of 
one of the students of the course who, in the pages of the Course Journal, 
provided some telling insights into the life of ‘Curriculum Theory’ as a 
course for students. 

In 1986 one of the students, Rigmor George, conducted a 
continuing critique of both the course in general and the Lundgren 


: ‘ $ s 
monograph in particular. Her comments neatly encapsulated concern 
expressed by some students and the course team: 


Critical Meta-Theories 


. . . Now it is in this context that ECS 802 is presented. Not 
only is it dealing with meta-theories of education, it is itself (of 
course) a product of one of them. Not only is it alerting us to the 
ideological implications of curricula, it carries with it (of course) 
its own ideological message. (1986b, p.85) 


George notes that a ‘critical theory approach to curriculum’ is one 
that“. . . maintains the issues are political and related to the much wider 
and more pervasive social theory which is capitalistic’ (p.83). Her 
comment exposes a major point of contention about the way the theory 
and pedagogy of the course are interrelated. Her concern was that the 
critical meta-theory, as represented by Lundgren, failed to say enough 
about the complexity and richness of human experience. She opens up 
this concern with the question, ‘What is this proto-theory (and 


meta-theory) saying about human beings?’ (1986a, p.75). She expressed 
the more substantive point thus: 


The most fundamental question — 
‘humanness’? 


‘system’ will 
with the theo 
to assist the 


What is the nature of our 
— will determine the direction our education 
take. It is at this level that I see a basic problem 
ry. Society's views on humanity and the means used 
growth and development of that quality are so 
divergent that it is not possible to provide educatio 
which can openly and honestly accommodate the di 
views which generate them. (1986a, p.75) 


nal curricula 
fferent world 


position calls forth a communitaria 
be in some concrete sense a livin 
rests on the notion that me 


n ideal — the idea that the course can 
& community. But such an ideal usually 
mbers of the community can interact 
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face-to-face. Distance education challenges this basic assumption. The 
attenuation, intangibility and transience of relationships in the distance 
education mode make the communitarian ideal highly problematic. The 
following assertion concerns the central problem of distance education: 


We need to learn a new role of relating to each other as 
colleagues. Relationships of any sort are delicate, complex affairs 
: Let's build on the relationships. Perhaps personal 
individual relationships would work better — phone calls, in 
person conversations, and letters between students might be a 


good idea. (George, 1986b, p.92)'” 


een the concern of a number of 
and their concerns are legitimate. 
frame we use to think about this 


The idea expressed here has b 
students other than Rigmor George; 
What comes into question is the very 
issue. Using ideas lifted from the times and places when education was 
always intimate and face-to-face does not help in our understandings of 
the form of social relationships which are increasingly separated and 
distant. This is the substantive curriculum question of ‘Curriculum 
Theory’ and other distance education courses. Among the course team, at 
least initially, there was a tendency to see the issue as a problem of a 
‘theory/practice gap’; one in which theorizing is done in one context and 
practice in another. Some may see this as a technical issue in which the 
challenge is to find a technical and bureaucratic solution to the delivery 
of educational ideas. This approach accepts as fundamental a distinction 
between theory and practice. Others, however, regard a distinction 
between theory and practice as committing one to a false dichotomy. 
Such people attempt to demonstrate in the design of courses (as 
elsewhere) that theory and practice are mutually constitutive. On this 
latter view the so-called gap is treated as a marter of logical 
inconsistency. Many of the arguments associated with Curriculum 
Theory’ have been set within the limits of one or other of these positions, 
embracing different dimensions of arguments that have held sway in 
earlier times. Lundgren’s insight into the ‘representation problem is one 
Way of characterizing the parameters of the theory/practice issue, at least 


to the extent that Lundgren’s view of meta-theory puts the theory/ 
lum debates. The debates in the 


Practice issue on the agenda of curricu <a ay ea ms or 
Pages of the Course Journal have generally utilized a z we = 
Perspectives for thinking about the eee? Le ark - 
curriculum, but in doing so they have remained wedded to the ai a a 
bygone era. They have accepted as fundamental the distinction etween 
theory and practice in ways characteristic of the curriculum theorizing 
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that developed and took root in an earlier period of curriculum sage 
What is required now is a fresh perspective on the curriculum va es o 
words reminiscent of Geothe’s views of 150 years before, gi 
contemporary Australian curriculum theorist Doug White (1987 : 
wrote: ‘Thought and action, intellectual and material production ss 
inextricably linked in the modern world . . . . The issue before us es 
whether intellect and action are combined, but on what terms (p. ` 
The final part of this section will highlight the attempts within the 
course to move towards such an understanding. 

In 1986, partly as a result of the survey conducted by Terry Evans, 
we decided to introduce a second monograph into the course to 
supplement the Lundgren monograph, Between Hope and Happening. This 
second monograph (Kemmis with Fitzclarence, 1986) developed 3 
argument about the changing meta-theoretical commitments of severa 
key curriculum theorists of the last forty years, to illustrate how and pe 
the ‘critical’ position of some contemporary curriculum theorists ha 
emerged. The importance of this new position, it was argued, is that it 
has not only put new issues on the curriculum agenda, but it has also 
required new social relations and forms of organization among 
curriculum workers (including academic specialists in the field, teachers, 
specialist curriculum developers, students and others) for these issues tO 
be addressed. These social relations of curriculum theorizing recover 
entral concern for curriculum practitioners 1n 
as for curriculum policy-makers and designers 
is focus on the social relations of curriculum 
se, simply another reflection of the trend which 


emergence of the ‘Curriculum Theory’ course. At 
the course ackno: 


outside classrooms. Th 
production was, of cour 
had set the scene for the 
one and the same time 
the curriculum and ass 


a material feature of the life of th 

While the course was co 
however, there were important 
generally, and the course was far 
arisen from a context in which 


€ course. 
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justified and legitimated largely by groups which teachers saw as 
external’ to the working profession — people in tertiary institutions and 
state education departments). By the late 1980s, however, the course 
found itself operating in a very different climate, in which the 
achievements of teachers in their struggle towards greater control over 
their own curriculum practice were being eroded. There were increasing 
signs that the state was once again exerting a more active control over the 
construction and legitimation of curricula — for example, in the 
reconstruction of curricula to meet the demands of a changing economy. 
In the view of the course team, the ‘Curriculum Theory’ course 
could not be regarded as immune from these more general shifts; in 
higher education, as much as in schooling, the state and the economy 
Were imposing new demands on the curriculum. The ‘Curriculum 
Theory’ course, with its particular theoretical bias and pedagogical 
emphasis, could be a forum in which this shift could be addressed and 
interpreted. The confusions over the theoretical perspective adopted in 
the course and its relationship to the course pedagogy noted in Terry 
Evans’ course evaluation can be understood quite concretely in addressing 
this confusion. The course aimed to take on board contemporary social 
issues, and to see itself as part of a broader set of curriculum relationships 
in society. The course team was committed to modelling critical and 
self-critical curriculum debate through the practice of the course. Unlike 
other courses whose curriculum is more ‘closed’, the ‘Curriculum Theory’ 
course aimed to remain ‘open’, to allow students to debate and explore 


issues. Perhaps for this reason some students found the course confusing. 
In coming to grips with such issues in its own pedagogy and its own 
both staff and students, attempted 


Curriculum, members of the course, : t > 
to explore formative ideas and value positions in a rapidly changing socia 
context. In the next section we will return to explore this issue in more 


depth. 

To summarize: in the volumes of the Course Journal over the five 
years from 1983 to 1987 there are numerous examples of work where 
people have managed to analyze and interpret a wide range of aei 
Issues relating to different educational spheres. In this a the ii 
has staked a genuine claim in the territory of curriculum theory an z a 
component of the idea of distance education. A brief om o en 
different perspectives developed, highlighting an TER sper: which 
has held the practice of the course together, would apne: - point. 
Yet to do so risks remaining on the surface of the activities of the course 


and taking different participants’ views of the wee Ans 
beneath this surface, between rather SS “Thi anfaidh ioii 
however, an unfolding logic can be discerned. This un 8 logic 
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shaped, and continues to shape, the cultural foundations on which the 
ideas of the course are constructed. In the words of the Kemmis/ 
Fitzclarence monograph: ‘. . . the central problem of curriculum theory 
is to be understood as a double problem of the relationship between 
theory and practice, on the one hand, and of the relationship between 
education and society on the other’ (p.22). As we have attempted to 
show, the course strove to make students aware and active in their roles as 
curriculum workers, not simply as cogs in the machine of social 
reproduction, but as the producers of curriculum, and through 
curriculum as producers of a future society. As we have also attempted to 
show, the course was only partially successful in achieving this aim. The 
‘hope’ was yet unrealized in the ‘happening’. 

Nevertheless, the course team retained the ‘hope’ of enacting (and 
criticizing) the view of curriculum workers as the producers of history in 


a communitarian curriculum Practice. Evidence of this hope is to be 
found in the 1986 Kemmis/Fitzclarence monograph: 


The challenge for curriculum theory is to create new forms of 
studying and transforming curriculum through the kind of 
critical curriculum theorizing outlined in this monograph. A 
study of contemporary curriculum concerns will suggest to 
Curriculum workers some Starting points for concrete, local 
analysis; more importantly, they may suggest areas in which they 
can use the research process as a step to action, and in this way 
become involved in the struggle to transform school curriculum, 
schooling and the Operations of the state in education — a 
Struggle to emancipate students, teachers, parents and society 
generally from the itrationalities, injustices and deprivations 
which Currently disfigure both the lives of individuals and the 
social structures of our society. (pp. 139-40) 


This is no easy task, Changing social relationships to allow curriculum 


workers to enact this emancipatory ideal requires not only changes in the 
social relations of schooli 
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members of the Deakin ‘Curriculum Theory’ course. On the assumption 
that the dilemma of communitarian ideals and distance education 
practice is of general significance, we have chosen to conclude this 


chapter with an exploration of the issue. 


The ‘Curriculum Theory’ Course 
as an Expression of the Curriculum Problem 


Our account of the first five years of the ‘Curriculum Theory’ course has 
highlighted concerns about the course which point to a confusion about 
expectations about the nature of distance education generally and the 
study of curriculum specifically. The analysis to this point has 
concentrated on establishing a warrant for a new perspective on the 
nature of the curriculum problem as a problem for people whose work is 
the production of curricula and, through curricula, of the social relations 
and social life of society. Though the course is still far from exemplary in 
achieving its aims, we have attempted to argue that its steps towards a 
collaborative, communitarian practice of curriculum critique and 


curriculum production are at least suggestive of models of curriculum 


work appropriate for a society in which people can legitimately see 
themselves as the producers, not just the products, of history. Our 
reflection on the history of the course has revealed a potential 
contradiction between the practice of distance education and the 
collaborative, communitarian practice which the course aimed to foster. 
We can begin our exploration of this contradiction with an extract from 


the Dire Straits song, ‘So Far Away’: 


I'm tired of making out on the telephone 
And you're so far away from me. 


I get so tired when I have to explain 
When you're so far away from me. 
See you've been in the sun and I’ve been in the rain 


And you're so far away from me. i 
In the modern world absence and presence, the concrete and abstract, are 
united in radically new forms. The global satellite network, new 
innovations in telecommunications and the spread of computer tech- 
nology have collapsed the time and space boundaries that previously 
structured social interaction. Modern jet transport permits travel to most 
Corners of the globe in a relatively short time. The ie oe a 
cultural divisions between north and south, east and west have altere 
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dramatically during the latter part of this century. This new level of 
social exchange has been called the emergence of the ‘information 
society’. ‘Curriculum Theory’, as a distance education course, is itself an 
expression of the expansion and diversification of the ‘information 
society’, attenuating and straining the social relations of education as 
they have been understood in previous times. The new cultural situation 
is one in which ideas and action become radically reconstituted and 
produce the Opportunity for new forms of social interaction and the need 
for new forms of theoretical interpretation. In what follows we attempt to 
sketch the outlines of an interpretive alternative. 


In the ‘Preface’ to the Kemmis/Fitzclarence monograph for the 
course we wrote: 


More substantively, 


there is also disagreement about what aspects 
of contemporary soc 


ial life should be represented in curricula for 
students to learn. Contemporary views of what should be ‘in’ the 
school curriculum reflect ideas from three different periods in 
recent history: ideas from a period of relatively high social 
consensus (the late 1950s), from the period when this consensus 
broke down (the 1960s and '70s), and the current period in 


which strenuous attempts are being made to re-establish 
consensus about th 


confront one another 
contemporary curriculum theorizing. But this 
positions actually begs the question as to which theoretical position 
provides the greatest interpretive power.'? The substance of a perspective 


which provides a way of thinking about the curriculum problem is 
offered by Doug White (1987), when he notes: 


image of contested 


m is that we now have to find ways 
nd a structure and identity 
© the various elements of the 


The ‘post-industrial’ or information society is constituted around the 
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arrena of new social associations. ! We need think no further than 
Sinai meg ies here to understand how this new level of associations 
in eing. Distance education works on an assumption of 
establishing and maintaining continuing contact despite the ‘class’ 
cane as keg of miles apart. The assumptions here are 
T i y by an capacity to exchange information quickly 
a ane he long distance associations of the modern 
E ne inked to the extended market relationships that 
DA ionships away from the former face-to-face relations that 
> ed the clan and kin associations of former times, the village 
relationships of pre-industrial society, and the class relationships that 
existed in the industrial communities of the late nineteenth and early 
twentieth centuries. The extended market logic of contemporary 
lorii vane envelops the predominantly concrete relationships of 
signe oes Nek on peer and school, and locates them in a matrix of 
unctional relationships characteristic of the modern state and 


its increasingly transnational economic structures. Increasingly, in our 
carry our sense of primary attachment to others 
bourhoods into this more abstracted realm of 
hrough informal relationships 
e new telecom- 


formation as persons, we 
in our families and neigh 
functional associations — for example, t 
with others in the workplace, through our use of th 
munications media and through the identifications we make with 
Political and cultural identities known to us only through television. The 
data highlighting the time that children spend watching television (and 
using computers) provide just one example of evidence to support this 


trend. 
Education has become directly involved in the transformation being 
have become an aspect 


discussed here. Schools, colleges and universities 
of the ‘information revolution’, in helping to provide the skills and 
develop the predispositions associated with the more complex juxtaposi- 
tion of abstract/concrete relationships. The increasing stress on 
exposure to different forms of print media and computer hardware and 
software, coupled with the contemporary return CO pedagogies of 
Problem-solving and discovery learning, are indictors of education's role 
in the new level of social transformation. The changes in social 
relationships in education (and elsewhere in society) are not confined to 
the development of these new communication technologies but also 


appear in technologies of social and educational administration. The 
_ In bureaucratic modes of social 


trend has been recognized since Weber 

Organization and management, persons are construed not as commen 
bearers of a shared culture and shared circumstances, but as ‘individuals’ 
dominated by the pursuit of private modes of consumption and 
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gratification. While ‘autonomy’ is lauded as a primary social wo x: 
fact people find themselve cast as objects (rather than subjects) Dae 
employees, to be managed and controlled like other ie 
production processes.!? In his eloquent critique of the rise of mo ee 
bureaucratized forms of consciousness and morality, MacIntyre (198 
expressed it this way: ‘. . . the society in which we live is one in ie 
bureaucracy and individualism are partners as well as antagonists’ (p.33 : 

MacIntyre argues that contemporary social life does not pegs ae 
the sharing of forms of life or sharing of perspectives on the wor 
characteristic of a sense of ‘community’. Our moral and mee 
debates can no longer Presuppose the forms of sharing on ble 
fundamental agreements can be based, sufficient to sustain us through 
debate to mutually agreed conclusions. Instead, contemporary culture 


takes a ‘marketplace’ view of debate, in which people feel free to select 
the premises and conclusions which be 
and suffer the consequen 


of MacIntyre’s argument is that we 


i se 
ree things are necessary: (1) a SA 
practice are cooperatively agree r 
ellences, (2) a common sense © 


se of being and belonging through 
dern state, 20 
debates relating to the form and 


S are related to a misinterpretation 
or misrepresentation of the changed Nature of contemporary social life. 


The current debate about the nature of tertiary education in the new 


struggle for national renovation is an example of the confusion and 
conflict engendered by the bureaucratized form of social life. Within the 
more restricted context of distance education it is essential’ chat thé 
radically altered nature of social life is made Problematic and placed on 
the agenda of considerations for students of curriculum, 
The ‘Curriculum Theory course, as described 

brings into question any static oe ee ae relati 
education and society. By its practice it clearly brings in 


in this chapter, 
onship between 
to question more 
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conventional assumptions about the relationship between the university 
and society. In its substance and its pedagogy it challenges the view that 
it is the task of the teachers of the course to present a ‘correct’ view (or a 
variety of competing but adequate views) of theory to be implemented by 
students of the course in their curriculum practice. Yet it must confront 
its own role and agency in the production of more bureaucratized and 
abstracted social relations.2! The following comment in the ‘Editorial’ 
for Volume 5, Number 4 of the Course Journal notes the implications for 
the course of the kinds of social transformation we have been discussing: 


Many of the articles which have been written in this Journal as 
well as the earlier editions highlight the impact of this 
transformation. It is relevant for all of us to read the different 
articles with a strong sense of the new logic which is at work. It is 
here that our separate contexts and problems can help inform us 
of the bigger picture which is being etched on the ground on 
which we all stand. This approach of critical exchange is also part 
of a practice which maintains a sense of the ideal of education as 
an aspect of the cultural heritage; and not just as an appendage of 
the instrumental demands of the new breed of political managers. 
That is where curriculum issues can be debated as an aspect of 
tions and practices in particular settings and not 
to the quantifying logic of performance 
1987, p-2) 
nd social relations of society in general can 
culum Theory’ course, just as they can be 
read in other parts of social life, despite the aspirations of the course to 
challenge at least some of them. It would be at least uncharitable to assert 
that the course did not (oF does not) challenge some taken-for-granted 
assumptions about curriculum and pedagogy (for example, by changing 
the role of the teacher, by establishing direct communication between 
dium of the Course Journal, by taking some steps 


students through the me ok : 
F itical community in which students together 


towards establishing & CFt 1 
make critical analyses of their own curriculum work and of contemporary 
a 


areala Meore ideas). But the very modes of relationship possible 
ie he courses wre one which bedevil contemporary social life, including 
ideas and interpersonal relationships. The need and 


the abstraction of i d inter] , 
demand for distance education is in a sense an expression of what some 
might see as 2 social pathology — the isolation of people from the sites 
and people in which and with whom they can become educated. We are 
less certain than we We when first we designed the course about 


whether distance education is an expression of the problem or part of its 


long term tradi 
simply according 
indicators. (Fitzclarence, 


The changing ideas, practices a 
be read in the life of the ‘Curri 
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resolution. In the case of the ‘Curriculum Theory’ course there is a certain 
irony in creating a ‘course community’ in which members interact almost 
wholly through a journal, with very limited access to one another as 
persons,*? and in a highly deliberate, careful, written form (without the 
elasticity and openness possible in conversation). The appearance of the 
Journal only four times a year also gives the interaction an attenuated, 
stylized quality which mitigates against the kind of ‘suck it and see 
interchange which helps people develop confidence and competence in 
critical discourse. 23 

It is not simply that the ‘Curriculum Theory’ course is limited in 
achieving its aspirations by the attenuation of relationships characteristic 
of distance education. It is also that, by its very operation, it models 


-to-face relationships can be. There is 
Ps are increasingly typical of the 


abstracted social relationships characteristic of contemporary society, but 


ips are part of the means by which 
ate action across vast spaces but also 
omic and cultural interests invisible 
ritical thought and the development 
lidarity (f al movements“), then a profound 
question is raised for any course which attempts to creat a ‘critical 
community’ through distance education. Can such a cour 
ways which challenge the presumptions of the 
offered (distance education Practices and techno 
in ways which reveal the Ownershi 


communication which make it Possible? Doe 
attenuation of social relationships in tech e ee 
societies, or does it simply exploit and A ms bureaucratized 
Of course, these questions do not a 
Theory’ course alone. Nor do they ap 
explicitly ‘critical’ intent. The trends to abstraction are apparent in 
institutionalized education in general. What is apparent in Hs in 
distance education as a field (especially given its fi 


> i é haola T ascination for the 
potential of new information technologies like computer-based teaching 
and learning, the use of satellite communication, and the like): 75 the 


emergence of new patterns of social interaction based on the increasing 
acceptance of abstraction — eberieution net only in the realm of ideas, 
but also in our modes of social relationship (increasingly mediated by 


societies are able not only to coordin 
to keep the operation of certain econ 
and thus contain the expression of c 
of solidarity (for example, in soci 


se be ‘critical’ in 
very means by which it i$ 
logies)? Can it be ‘critical 


S such a course reveal the 
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Organizations and technologies of communication), and even our 
understanding of our own identities (for example, in terms of our roles in 
organizations). This trend towards abstraction requires interpretation 
and it requires attempts to invoke alternative practices — interpretations 
and practices capable of relocating us as agents in the production of our 
own identities, our social relationships and our society. 

is that the forms of social life which previously 
shaped education and schooling have changed markedly. Some argue that 
education should ‘keep up with’ the shifts in our forms of social life 
which the changing technology of communications has wrought by 
mimicking and extending the new communicative forms in schooling 
(for example, by increased use of computers as if this were necessarily a 
contribution to the development of the ‘information society’ as a better 
Society for all people). Others are less sanguine about such developments, 
seeing in them the possibility that an extension or expansion of these 
technologies of communication in schooling may threaten the practice of 
education (a practice always potentially at odds with the institutional 
Processes of schooling), undermining the very possibility of critical 
thought. The problem was well articulated by Stanley Aronowitz (1977), 


writing about Max Horkheimer: 


Our argument 


In his book The Eclipse of Reason (1947), Max Horkheimer, 
founder of the Frankfurt Institute for Social Research, provided 
one of the most succinct formulations of the problem engendered 
by mass culture. According to Horkheimer, the significance of 

sified culture industry to 


the challenge posed by the mas r 
civilisation as such consisted in its assault on the capacity to 
2 a 


engage in critical thought as a naps form social 
discourse. Horkheimer cared deeply about the content o critical 
thought, but with the rise of fascism he became more concerned 
with the spectre of the end of reason itself. In his view, the 
capacity of humans to distance themselves from the object in 
order to gain a perspective on their social world can no longer be 
taken for granted. The restricted language and thought codes 
produced by the reduction of all thought to its technical 
dimensions reach far into the culture, encompassing schools as 
well as communications, the public as well as the private spheres 
of discourse. Te is ne longer Po Tan R 6 whether ordinary 
discourse is able to deal with specific ideological and social 
orient As Jürgen Habermas expressed it, the new situation 
raises the question of the competence of people to effectively 
communicate ideational content. The issue is the capacity for 
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theoretical or conceptual thought itself. When people lack such 
competence, social action that transcends the struggle for justice 
within the empirically given rules of social organization and 
discourse is impossible, (p.768) 


On this analysis it is inappropriate for distance educators to 
continue thinking about their Curricula and pedagogies in terms of 
Criteria associated with a form of education and social life chat has been 
superseded. The challenge now appears to be to find alternative ways to 
ontradictions associated with the turn 
ideational, social and economic exchange 
characteristic of contemporary social life — a trend of which distance 
i - This requires a form of theorizing that 
views culture in a comprehensive sense — one that moves beyond the 
different kinds of interpretation noted in the ‘Preface’ to the course 
this section) in which ideas about social 
rtant theoretical (and ideological) role. At 
the current historical juncture there is a need to offer a theoretical 


alternative to narrow, Consensualist, bureaucratic and technicist 
approaches to thinking about education. In 


Steps were taken in this direction by the 


development of reproduction 
theory as a means of understanding education in relation to society, at 


first in its ‘correspondence’ form (Bowles and Gintis, 1976) and later in 
its ‘contestation’ (Apple, 1982) and ‘resistance’ (Giroux, 1983) theory 
forms (which began to comprehend and explore conflict and contradic- 
tion in the reproduction of the patterns of economic and cultural life 
through education), In their turn certain of the key ideas and 
assumptions of reproduction theory which Persist from the theoretical 
frameworks of earlier times need to be challenged. For example, ideas 
about the determination of the cultural Superstructure by the economic 
base (which tended to Survive in the Correspondence theory of 
reproduction) must be replaced by more dialectical understandings of the 
mutual determination of base and Superstructure, and there is a need to 
move beyond outmoded ideas about the nature and significance of social 
class which fail to acknowledge that the social relations of advanced 
capitalism are very different from the class relations of nineteenth century 
capitalism. s 

Developing such new tornis gf 'nterpretation and new practices is 
the permanent problem of social theorizing, including curriculum 
theorizing. In the Kemmis/Fitzclarence monograph we argued that ‘the 
central problem of curriculum theory is to be understood as a double 
problem of the relationship between theory and prac 


; Hee d actice, on the one 
hand, and of the relationship between education and society, on the 


consensus played such an impo 
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other’ (p.22). Moreover, ‘curriculum theories are social theories not only 
in the sense that they reflect the history of the societies in which they 
arose, but also in the sense that they entail ideas about social change and, 
in particular, about the role of education in the reproduction and 
transformation of society’ (p.35). We hold the view that these are the 
abiding concerns of curriculum theory and curriculum theorizing. We 
are as aware as ever that our own theory and practice, and the 
reproductive and transformative relationships created by the ‘Curriculum 
Theory’ course, are as much objects for critical and self-critical scrutiny as 
are any other educational institutions and practices. We remain conscious 
that both our theories and our curricula are, and must be, both the 
products of their times and limited by the blindnesses and partialities of 
the historically bound people who develop them. 
Yet the curriculum problem confronted in the early days of 
planning the ‘Curriculum Theory’ course remains fresh and compelling 
— the problem of making a curriculum for a course about curriculum. It 
is even more culturally pointed as in 1988 the course team considers the 
problem of remaking the course — âà distance education course about 
curriculum for students whose lives are inceasingly characterized by 
abstracted and ‘distanced’ social relationships. The analysis is far from 
complete; the task is unfinished. Despite changing to meet its changing 
analysis and changing circumstances, the course team — and the 
students of the course — still stand at the threshold of the possibility of 
making a course which is what the original course team intended it to be: 
an introduction to the problems of theory and practice in curriculum 
h a self-disclosing pedagogy, and a 


which reveals these problems throug ; 
view of the substance of the course as both a product of the history of the 


field and a model for future practice. 


Notes 


is the term used within Deakin University to designate the 
nvolved in developing, teaching and revising a course. 
The composition of these groups changes over time. The group of people 
who originally started work on Curriculum Theory is rather different 
from the group who are currently teaching and revising this course. The 
1982-1983 course team was Lindsay Fitzclarence, Garry Gillard (Course 
Assistant), Colin Henry, John Henry, Stephen Kemmis (Chairperson), 
Robin McTaggart, Neil Pateman and Duane Saltzgaver. The 1988 course 
team is Michael Garbutcheon-Singh, Lindsay Fitzclarence (Chairperson), 
Colin Henry, Stephen Kemmis and Robin McTaggart. 

The British arguments for the centrality of teachers in curriculum 
development and research built on a relatively strong existing tradition 


1 ‘Course team’ İs t 
group of people i 
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which recognized the professional autonomy of teachers, Prosiding 4 
model for Australian teachers who lacked such a tradition anc a 

recognition. In Australia the argument for school-based e pe 
development was in part an argument for greater autonomy pe re 
profession — but it quickly gathered Support as increasingly well educa a 
and politically acute teachers of the late 1960s and carly 1970s express i 
their resistance to the bureaucratic demands of state PE T 
departments. The British case can be contrasted with the optic a 
school-based curriculum development in the US, where the role of teacher 


Progressive education movement and teacher education in the 1930s a 
1940s, and was later reasserted by Schw 


curriculum development Projects of the 1970s. 


A definition of action research is '. . ; a form of collective self-reflective 
enquiry undertaken by Participants in social situations in order to spain 
the rationality and justice of their Own social or educational practices an 


the situations in which these Practices are carried out’ (Kemmis and 
McTaggart, 1988, p.5). 


See, for example, Carr and Kemmis (1986; Ist ed., 1983); on the 
Frankfurt School see Jay (1973) 


and Habermas (1972, 1974). 
Jean Rudduck is now Professor i 
Here the Course team worked i 


assessment. If students satisfactori quirements for the course, 
they would be granted a p* (ungraded pass); if not, they would be 
permitted a short time to complete requirements or resubmit work which 
had been assessed as failing to meet requirements. 

It is of some significance to note that 

urse team (and not, for example, to 
A ary which normally receives copies of all 
Deakin off-campus i i ia 


atively limited public of the course, was 

readership of the 
IS sense of threat, 

See, for example, Paulston (1976), 

In more recent times the me 


After much discussion it was decided that the Journal should normally 
appear four times each year. It was regarded as desirable that there be six 
numbers per year to encourage a sense of community among students, 
which might be expected to develop from More frequent, even if less 
substantial, communication. In the end, however, i was decided that 
there should be only four because of the demands imposed Upon seudenie, 
the course team, the course assistant and the niversity’s produce 
facilities if six numbers per year were to be produced 


if and distributed. In 
particular there was the problem that, if six were expected, it was likely 
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(given the exigencies of turnaround times) that students would have to be 
submitting articles for the forthcoming number of the Journal before they 
had received the previous one. 

It is significant that this student calls for more person-to-person, if not 
face-to-face, contact in the course. Her comments caused the course team 
to review the decision to abandon the annual conference after 1984. In the 
end, however, the decision not to reinstate the conference stood: it seemed 
unreasonable to require that students from such distant locations come to 
Deakin for the conference. 
In Wilhelm Meister's Travels, Goethe had written: ‘Thought and action, 
action and thought, that is the sum of all [educational] wisdom... . 
Whoever makes it a rule for himself . . . to test action against thought and 
thought against action cannot go astray, and, if he should stray, he will 
soon find himself back on the right path’ (Goethe, quoted by Georg 
Kerchensteiner int E. Hahn (Ed.), Die Padagogik der Gegenwart in 
Selbstdarstellungen, Leipzig, Felix Meiner, p.91). 


From ‘So Far Away’ by M. Knopfler, on the record Brothers in Arms. 
a ey > tion advanced by Alfred Sohn-Rethel 


This position is inspired by a propos! ; à 3 s 
when he notes, ‘The ideas of an epoch are in conformity with the socially 
k 


synthetic functions of that epoch’ 1978,p.5). : z X 
The an ‘post-industrial society’ was coined by the sociologist Daniel Bell 


(1974). : 
z extended analysis of the trend described here see Sharp (1983, 
o 

1985). sities: A Critical Return’, in Arena, No.81, 1987 


See the section ‘Univer: cine: 

and ‘The University and Higher Education , in Arena, No.82, 1988. 

F A account 10m che convergence of individualism and the 

acta a control of production processes see the account of contempor- 

aucra 

ary ‘modern’ social life in Berger, Berger and Kellner (1973). 

Th > between community and bureaucracy and between demo- 
he tensions died by social theorists. See, for 


have long been stu 


. it is worth noting that the explicit rules for the satisfactory 
In this context it rk in the course have sometimes been described as 
completion of v nts. Their use of the label suggests that the course has 
‘legalistic by auo nerve of their alienation within the bureaucratized 


indeed couched tre porary distance education. — 

conditions o Je by Rigmor George (quoted earlier). 

The pinne aie Kushner, told us the old joke about the monk permitted 
A friend, 4 bne sentence each year. On the appointed day, moving close 
to speak jus ue whose sentence he had listened to the year before, one used 
to the ca Ed opportunity to speak: ‘Pardon?’. Perhaps the Journal has 


bit i 
been a evelopment and character of social movements see, for example, 


On the 1981). 
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Chapter 10 


Democratic Curriculum Development at a 
Distance: A Case Study of a Curriculum 
Development for Youthworkers 


Frances Bonning and Terry Evans 


{ 4 < group: 
In 1986 the authors acted as consultants to several pes ps 
who were developing training kits for youthworkers on beha : an 
Australian federal government department. The kits were x E ata 
distance by people engaged in youthwork ean or in the Ra a 
i i i the department under th 
Is often called. Funding was provided by a : E 
guidance of Les Hendry who was its training oe int. 
department’s intention was for the kit developers : Spa T TAn 
developing a prototype which would then be reproduced and packaged 

ear. 


for distributi d of the 
: ran A A nape on the curriculum hems ate R id 
one of these kits. We have chosen this kit because the os = pe ET : 
E specifically and deliberately sought P t ne 2 
developing its own curriculum for the construction of a traning it to be 
Rs ‘ rofessional group. We describe the nature and 
useda that sana Eo ice, administration and funding in Australia 
context of youthwork een ‘ifferent from those of distance education, 
because these are substantially itte n 7 
general. As consultants, it was important for us to 
k practice, including the particular nature and 
k practice which underpinned the democratic 
rocess discussed here. We concentrate on the 
d sometimes competing ideologies came to 
“rriculum development of the kits and how these affected 
bear on the ty outcomes. We show how the boldness of the original 
the pe ants wilted under existing and emerging bureaucratic 
coma até several lessons to be learned by distance educators 
cousin ‘traditional settings from Youthaction’s approaches, especial- 
ty aboe developing courses for people who are working in particular 


or even education 1n 
understand youthwor 
ideologies of screetwor 


i i p. 
curriculum construction F 


i i i tan 
ways in which differen 
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occupations, services or organizations. Such lessons are not solely positive 
ones, however; even (or especially?) the negative ones provide us with an 
Opportunity to reflect critically on the bureaucratic structures surround- 
ing our work and to change and use them to the best ends. 


Youthwork Practice 


In recent times we have seen the emergence of ‘youth’ as not merely a 
stage in the human life-cycle, but as an element of social life for which 
particular cultural features have been constructed. Increases in the legal 
school leaving age, changes to labour market requirements and a greater 
emphasis on educational certification have meant that involvement in 
adult work activities has been pushed back in a person's life. The growth 
of youthwork as a ‘semi-professional’ activity corresponds closely with the 
emergence of ‘youth’ as a discrete entity in society. 

Changing social and economic conditions in Australia over the past 
two decades have resulted in concerns about high unemployment, 
homelessness, drug addiction and alienation amongst young people; thus 
the plight of the ‘visible youth’ in our society became a political issue. It 
is no longer seen as sufficient to provide a few recreational activities in an 


Youthwork in Australi 


a 
manifest not only 


is a highly disparate activity; this 1s 
r í in the youthworkers themselves, but also in the 
ideologies and approaches adopted, in the 


‘ 1 work environments and in the 
bureauracies which administer and fund youthwork. For example, 
youthworkers are employed i i 

(CYSS), in ‘drop-in’ centres, | 
service groups or local govern 


pool halls, bars, pinball parlours and anywhere else young people meet. 
Streetwork is a form of youthwork practic 


youthworkers, are based at an agenc 


themselves. 

In any of these settings youthwork practice ca 
Illicit drugs, alcohol, pregnancy, sexually transmit 
poverty, homelessness, alienation, unemployment 
are all part of youthworkers’ practice. For many y 
tension between assisting young people to 


n be very demanding. 
ted diseases, violence, 
» illiteracy and crime 
Outhworkers there is a 
meet their needs and 


ERTO, 
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simultaneously adhering to the structures, rules and processes of the 


bureaucracies which employ them. Their work involves arbitration, 
initiative and advocacy, and there are immense difficulties in maintain- 
ing good faith with both the agencies or bureaucracies which employ 
them and the young people with whom they work. However, despite the 
need for youthworkers to possess a variety of skills and knowledge, there 
are no specific qualifications necessary tO become a youthworker. A few 
youthworkers do have a youthwork qualification, and others have related 
tertiary qualifications in social work, welfare studies or education. 
However, most youthworkers are people who have previously acted in a 
volunteer capacity in youth organizations Or who, as young people, have 
benefitted from association with youth workers or youth centres an 

continued in this line of work. A few youthworkers left school at the 


minimum age and have limited literacy skills. - 


Youthwork Training 


Opportunities for youthwork training are few and far ee cs lal 

and state government and non-government youth affairs bodies have 
a 

5 issues that affect young people, on 


i ie 4 
concentrated their efforts on th 
formulating policy and on funding programmes tO alleviate some of the 


problems. In effect they have become bureaucracies yth SHONE 
Slepeno mechanisms geared to the attraction of continuing 
Fence, Considenddh of the training needs of TD ers is : relatively 
recent concern. Typically training for agate Ne ci ee ee 
job’. In particular, the non-government yout WOU ASORATDAN ORED 
with church affiliations, provide information and occasional seminars snd 
‘ CYSS also offers training programmes, but these are 
ae as insufficient tO fulfil the broad training needs of 
generally sS 
youthworkers. scion 1 offered by government and non-government 
When Bate are many youthworkers who are unable to avail 
organizat ora ie opportunities. Not all youthworkers are members of 
themselves eee and receive scant information about training 
these ce NaS! members are outside the metropolitan areas where 
eee” bureaucracies organize most of their training sessions. In 
eee youthwork programmes usually operate on tight budgets, often 
ided through voluntary organizations, with little, if any, money for 
Even time release to attend training is difficult because 
particularly streetwork, is often crisis driven so the demands 


work 
outhwor®, ‘i 
t workers from being absent. 


of the job preven 
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There are many obstacles — some of which are very familiar o 
distance educators — to providing a consistent and thorough training 
programme for youthworkers. The diversity of knowledge and skills 
amongst workers, the range of problems they may have to deal with, thg 
various contexts in which they work and the disparate bureaucratic 
organizations administering youthwork contribute to the difficulty in 


devising and providing training which is seen as relevant and valuable to 
all youthworkers. 


nment politics or the funding agency $ 
ns of short-term funding? 


Training Youthworkers at a Distance 


Les Hendry envisaged that 
would make knowledge, informati 


youthworkers rarely met, especially nationally, to exchange information 
and discuss issues was of major concern to him. In his days on the streets 
he had become concerned at the way streetwork had developed differently 
in each state without recognizing what was happening elsewhere; he felt 
a sense in which youthworkers throughout Australia were constantly 
‘reinventing the wheel’. He was concerned that ther 


di nee ae AEG Was no Consistency 
$ mAP of basic i 
in training or even a guiding se Principles for streetwork/ 
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youthwork on which people could build their practice. As a training 
consultant he encountered the difficulties and expense of organizing 
national training schemes. Mobile in-service training kits were his way of 
enabling people to read about each other’s ideas, to think about and 
articulate each other’s methods, approaches and practices, and to train 
themselves around those themes. He saw it as a way of opening up 
national communication channels and of developing a body of knowledge 


about youthwork practice. ; 
The International Year of Youth (IYY) occurred in 1985. The 


Australian government designated youth as ‘Priority One’, and in 
consultation with the states nominated specific disadvantaged young 
people for attention: young women, young rural Aborigines, people with 
mental, emotional and physical disabilities and young people from 
non-English speaking backgrounds. With the prospect of ‘Priority One 
funds, Les Hendry formulated his proposed youthworker training kits 


around these disadvantaged young people. Street kids had not been given 
hin the IYY policy initiatives. However, as the 


a special mention witk s: 
government was concerned about access to Services, Les Hendry was able 
to add a fifth kit to those that were more politically expedient, on the 
grounds that young people who had taken to the streets for whatever 
reason were not going to get access to mainstream services unless 
youthworkers made the links. a aie r. 
Each of the kits was to be developed by agencies based 1n the field. 

The agencies were selected by tender, on Les Hendry’s advice, and were 
coordinated by him until he resigned soon after the project began. He 
was to be provided by 


specified that distance education advice 
consultants to ensure that the kits were suitable for youthworkers with 
a 


diverse educational backgrounds and from a variety of youthwork 
a 
contexts. 


Youthacti 
produce a streetwor 
engaged as consultant: 


of the kit developers to receive funding to 
ker training kit over a period of six months. We were 
s a few months later along with the other kit 
developers. The intention was that the streetwork kit would be available 
for release in October 1986 as an indication of the government's concern 
for youth and the training needs of workers, and as advance publicity for 
the remaining four kits to come. This was to prove impossible, mainly 
because of Youthaction $ ideologies relating to youth work and training, 
and because of the heavy dependence on voluntary effort by the federal 


tment. : 
ag guidelines Les Hendry devised for the kits were based on a 
model of training which he called ‘humanistic group work’. This 


encompassed a pedagogy which is experiential and practice-based. He 


on was the first 
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planned that through ‘real-life examples’, ‘environment specific exer- 
cises’, group discussions, workshops and role plays youthworkers would 
have the opportunity to think about a number of different approaches to 
practical issues, to rehearse responses and consider the likely consequ- 
ences of various options which might apply in any given situation. The 
kits would also be a way of building a body of knowledge that is 
youthwork, of unlocking personal theories of youthwork through 
individuals reflecting on their own Practices and those of others. 
Through these processes and through additional readings, the youth- 
workers would be able to make the links between theory and practice. 
The pedagogy of the kits would allow youthworkers control over their 
own learning, information would be segmented and relatively easy to 
comprehend in short training ‘sessions’ or ‘modules’. It would provide for 
and encourage the sharing of knowledge, not only on a local or work 


context level, but also nationally and across the various contexts of 
youthwork practice. 


generation of new information th 
basis on which the core content of the kits could b 
would be built into the kits via a di 
length of time they used the kit, 
and its usefulness to them as a trai 


ning resource, 
The type of kit envisaged by 


exchange which 
Was searching for the 
nce educationists have 
h is addressed by other 


training workshops provided. In many respects he 
forms of dialogue at a distance which several dista. 
considered (see Evans and Nation, 1988) and whic 
contributors to this book. 

The pedagogical and curriculum development 
in the Department's guidelines to the kit develop 
founded on Les Hendry’s beliefs arising from 


Processes embedded 
Ment agencies were 
his Practice as a 
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streetworker and youthwork trainer. They represent an example of how 
people try to adapt a bureaucracy’s policies into procedures which are 
congruent with their own. In Les Hendry’s case his approach to training 
had been shaped by his streetwork experiences. 

We began our consultancy with some research into streetwork 
because it was necessary to understand the practical context before we 
provided advice on teaching about avd through this practice at a 
distance. As consultants, we were privileged ‘outsiders’ who could 
discuss, question and give views about the field to the people engaged 
within it. For us it represented a critical process of questioning, 
reflecting upon and challenging our own assumptions about education 
and, in particular, distance education as we immersed ourselves in 
understanding youthwork and streetwork. Our understanding was pieced 
together and verified through questioning and discussing with people in 
the field. Some tensions within and between youthwork and streetwork 
unfolded as we worked with the four kit developers and the federal 
department. Some of these tensions were concerned with funding, 
administration and state/federal rivalries; others were founded | on 
ideological differences, for example, between evangelical Christian, 
humanist and liberationist concerns. It is useful now to reflect on 
streetwork to provide the reader with a glimpse of the context through 
which the democratic curriculum construction process emerged. 


Streetwork 


are not street-cleaners. Our intention is not and 
should not be to act as truant officers or police officers. Our job is 
derstand the person ~~ where the person is coming from, 
TO pin ically, and to help him/her reach independence. 
Hone ae the individual are the prime motivation for 
The interests vr ement. (Williams, 1986, p.21) 
streetwork involvemen 
stworkers are colloquially termed ‘graduates of the streets’: they 
ae sacs en trained, they have no formal qualifications, but they do 
have ners si understanding of street youth culture. Other street- 
possess hae more highly developed conceptual skills gained through 
worker qualificacions, however, they usually lack the experience and 
understanding of street youth culture. ‘Culture shock’ is not an 
uncommon experience for these streetworkers; the reverse is true of the 
cance graduates. A difficulty for them is in handling some of the 
ot anizational aspects of the work, such as negotiations with bureaucra- 
cies, local governments and police. 


Streetworkers 
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The streetworker needs to gain the t 
‘street kids’, so that he or sh 


future Prospects and begin 
sub-culture and those of soc 
information and links with 


attempted to develop their 
a reflection of the ideologies 
aimed for collective effort in 


å ‘ no Prescriptions, just other 
people’s personal experiences, reflections and ways of working. It would 
be for the learners to take from each kit wha i 
personal circumstances. 

j tion and Les Hendry each 
envisaged the curriculum and Pedagogy of the training kits is 
inescapable. The approach they have taken Stems from an ideology which 
values the knowledge and experience of individuals as the Major source of 
information. It places emphasis on ven munication, reflection and the 
sharing of knowledge in the development o Professional Skills so that the 
field as a whole can learn and grow. In a field that is said to be 
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‘anti-academic’ and ‘anti-professional’ the kits were a way of providing 
easy access to the existing knowledge and processes as a means of 
professional development. 

A point of departure between Youthaction and Les Hendry, 
however, was in the volume and nature of consultations each thought 
necessary to produce a national kit. The guidelines which Les Hendry 
had created encouraged all kit developers to consult with networks 
throughout Australia in order to identify important issues. He wanted 
the developers to make ‘critical decisions on the basis of their 
consultation about content and method’, and then to produce the content 
of the kits themselves. To this extent Hendry viewed the developers as 
experts in their possession of the knowledge, skills and experience 
necessary to develop a kit around which youthworkers could train. ; 

Youthaction resisted viewing themselves as experts; they believed 
that expertise resided with the practitioners in the field. They recognized 
that they had a worthwhile contribution to make but that this 
contribution. was: not Superior to, Of more expert than, any other 
youthworker’s. They saw their task as one of marshalling the knowledge, 
experience and skills of the field in a way which was open and 


democratic. 


Democratic Curriculum Development 


kit for streetworkers was a problematic task for 


Youthaction. Their usual approaches to training — as in other aspects of 
the work -i were essentially based on an ideology and rhetoric of 
lved the participants in workshops, group 


Developing a training 


democracy. This invo ; 
disc Ta role-playing, etc- They eschewed notions of expertism, 
’ ad to facilitate equal participation and engagement with the 


opting instead t 
problems and 


approaches are CO! 
practice and especially 


issues at hand. As we have shown previously, such 
consistent with the prevailing ideology of youthwork 
with streetwork. However, when confronted with 
the task of developing 4 kit for use at a distance, the difficulties of 
maintaining the openness, involvement and democracy came sharply into 

nsultants to the project we were concerned to recognize the 


"As co i ee 
ee of their kit and to help create the conditions whereby the kit 


could achieve their aims. 


major task for Youthaction was to construct the kit's 


A first, z 
curriculum framework. Pedagogical questions were rarely explicit, 
although, of course, pedagogical sub-texts existed from the start. The 


exercise can be seen as an attempt to structure democratically some 
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knowledge about streetwork and then to aggregate this knowledge into a 
kit. 

Youthaction established the principles through which they wanted 
the curriculum to be constructed. They argued that it had to emerge not 
from ‘a mysterious guru source’, but from ‘the field itself, past, present 
and potential’.? The curriculum was not to be an exhaustive or complete 
one on streetwork practice, but was to be seen as the ‘bones’ on which the 
‘meat’ would be produced through engagement with the sorts of people 
who would use the kit. A glimpse of the underlying pedagogical 
processes was afforded when Youthaction declared that they assumed ‘a 
basic interest and enquiry exists with respect to “unattached youth” on 
the part of the kit's users, which would drive them to produce the ‘meat’. 
Youthaction saw the field as both the curriculum developers and the kit 
users. The curriculum of the training kit was to emerge from the field, 
for the field — something which was consistent with Les Hendry’s view. 

From the outset Youthaction sought the active participation of 
others in the field, first to develop the curriculum framework and then to 
contribute the curriculum materials. Several key people from the state 
streetworker network were asked to attend a weekend meeting to draft an 
outline of the problems, issues and topics, and ‘to catalyse the process 
and enlist energies’. This meeting resembled a ‘workshop/think-tank’ on 
the matters surrounding streetwork from which a tentative structure to 
the training curriculum emerged. This structure was used for the 
development of a questionnaire, called an “expression of interest sheet’, to 
be distributed to members of the state network. However, it was 
recognized that the network did not include everyone statewide who 
might be interested in commenting on and contributing to the 
curriculum framework or in developing the kit itself. The inclusion of 
the national concerns and interests of streetworkers was required by the 
federal department, and so it was decided to take a ‘cross-section of the 
national network’. This was also important for ‘a wide sense of ownership 
of the project’ — a concern often mentioned 
‘accuracy’, Therefore, the ‘expression of interest sheet’ was to be made 
available to anyone who wanted it and the networks were to be used to 
commence the process. The Project was publicized at occasional 


conferences and workshops and through agencies, institutions, church 
groups, etc. 


The telephone was used to 
‘expression of interest sheets’ 
preceding telephone contact wi 
Usually the contact was initiate 
people telephoned to ask to be 


by Youthaction — and for 


initiate contacts with people. The 
were not posted to anyone without 
th Youthaction to discuss the project. 
d by Youthaction, although occasionally 
involved as a result of the publicity or 
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other personal contacts. The telephone was central to the process of 
developing the curriculum at a distance. Its use stemmed from 
youthwork practice, where the telephone is a medium for communicat- 
ing problems, negotiating outcomes and obtaining information. Much 
youthwork is informal and ‘done on the run’, so the telephone, especially 
with its immediate, ‘personal’ contact, is commensurate with such 
practice. In addition, the telephone rather than letter was used to pursue 
non-returned ‘expressions of interest’ and to pursue offers of contribu- 
tions, materials, etc. 

People who received an ‘expression of interest’ document did so in 
conjunction with four other documents about the project. In total there 
were fifteen sheets, six of which were the questionnaire. Hence, over and 
above the extensive use of the telephone, Youthaction was distributing, 
receiving and filing large amounts of paperwork. The project office 
contained numerous filing boxes, a personal computer/wordprocessor, 
and the inevitable telephones and an answering machine. At this stage 
one could see the democracy being moulded into a bureaucratic form. 
This will not surprise distance educators for whom the rise of bureaucracy 
is something which they encounter in their work. Yourhaetion used most 
of its funding to employ a woman as a part-time liaison’ person to run 
the office, and in effect to keep the project moving. Because the other 
members of the agency were only providing voluntary labour, the 
liaison person was the one most conscious of the various bureaucratic 
deadlines they had set themselves or which were imposed from een 
The pressure on her became onerous as the magnitude of the tas 


unfolde i initial weeks. 

FOER se eee of the curriculum development a 
represents an emerging contradiction: with the H ea 
Practice and training. These contradictions were ater ie epics 
lack of response from the field, especially pet neh mes grer 
recovered by public and personal contacts at Con seen z Aisan 
told later by streetworkers that even though o agri Pa eae 
through the initial telephone contacts, the mailed ‘expres 


them w eeling that everything was 1xed an eci ed 
package left ha h as fi d and decid 
k 8 hem ith the feel g y g 


7 
and that they could only respond on Yo his was not Youthaction’s 
this was an accurate assessment, although this w 


intention d length 
z : uce a lengt 
The trap Youthaction had fallen p ea to S, by ace 
‘ This was acco 
E ` . rized responses. i ; 
ertora yeb a 7 information, but left the impression 


y decisions. 


documents which were intended fo 
ecisions and 


that a centralized, city agency ha 
Streetworkers are inherently suspic! 


d made most of the ke 
ous and prone to resist d 
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instructions from centralized authorities, and the agency was beginning 
to be seen in this light. The letter accompanying the — 
commenced in a friendly manner, ‘thank you for taking the time to tal 
to us on the telephone the other day’, and it suggested that we will 
attempt to keep in touch by telephone from time to time’, but it 
concluded with the imperative that, ‘due to a very tight schedule, we 
would appreciate if you could respond as soon as eatin a ged 
What the whole process required was time, and Youthaction simply di 
not have enough time if it was to conform to the funding guidelines. To 
some of the streetworkers this meant that there was little time and scope 
to participate in a process which, ostensibly at least, was endeavouring to 
incorporate their experiences, ideas, needs and concerns in a curriculum 
about streetwork. 
About mid-way through the initial six months funding period at 
became clear that the ‘responses’ were coming in too slowly and were in 
too few numbers for the Project to be completed successfully on schedule. 
Youthaction was in a double bind because, not only was the 
questionnaire their principal means of constructing democratically the 
streetwork curriculum framework, but also they were using it to identify 
people who would contribute to the curriculum materials or provide 
existing ‘resources’ for use in the kit. 
Simultaneously they were becoming aware, largely through our 
ice, of the sort of work and problems which are encountered in 
preparing distance teaching materials. For example, the procedures 
surrounding legally reproducing copyright materials were new to the 
agency, and we also had difficulties in assessing where such a training kit 
would stand in relation to the Copyright Act (see Moore, 1986). All the 
traditional distance teaching considerations of educational design, 
layout, numbers of Pages, etc. were new to Youthaction. However, we 


such traditions on them, rather we were 


person. In spite of strong lobbyi 
allowed. Youthaction fell 
project with less than the 
upon previously. 


position of trying to complete the 
minimal part-time support they had relied 
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which voluntarism and ‘favour’ were part of the normal way of operating 
a youthwork agency. The federal department was also unclear about the 
likely costs of the type of kit they were specifying, and their undoubted 
need to keep costs to a minimum meant that they accepted uncritically a 
budget which was substantially insufficient. These difficulties applied to 
all the kit developers and also to the final production costings. 
Youthwork is essentially a marginal activity on the fringe of social 
welfare services. However, determination and resourcefulness are often 
born out of such adversity, and Youthaction used these qualities to 
continue its task; the curriculum construction process continued slowly. 
It became clear that they would need to produce a greater proportion of 
the kit's contents than they had originally expected. They had expected 
to prepare little content themselves because the processes they employed 
would generate a wealth of material from the field. They relied on the 
voluntary efforts of many people not only from the streetwork field, but 
also more generally from academics, social welfare personnel and others. 
Ideologically, voluntarism is significant in youthwork practice, and 
Youthaction was drawing on this to fuel its democratic curriculum 
Construction process. In practice voluntarism could not sustain the 
substantial additional efforts required by the project. 
From senior bureaucrats in Canberra through to experienced 
youthwork agency managers and new recruits tO streetwork there was a 
strong endorsement of Youthaction’s approach to developing the kit. 
Even some of the other kit developers were impressed by their procedures 
and, we felt, harboured regrets that they had not used some of the same 
approaches themselves. However, it was also recognized that the 
Magnitude of the task — which has more than a little to do with the 
broad scope of the curriculum first established by Youthaction and its 
initial ‘think-tank’ group — was beyond that which could be reasonably 
accommodated in the time and with the available funds. Eventually it 
was the democratic curriculum development process which the federal 
department wanted to adapt and adopt as a model for future distance 
education kits in youthwork. The department saw this as sufficient to 
Satisfy their bureaucratic and political masters who were becoming 
anxious to have some results from their youthwork training initiatives. In 
Some respects this represented a convenient compromise because 
Youthaction were quite unable to fulfil their contract with the time and 
Money available, and the department was aware that their original 
Costings and schedules were highly optimistic. However, the major 
Significance for us was the readiness with which the federal department 
accepted the democratic curriculum construction process as à model for 
their future training kits. It is hard to imagine other bureaucracies 
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administering professional training acting so readily. It was also agreed 
that the production of the streetwork kit itself would be into a further 
separate project to be funded by the department. 


Democracy and Bureaucracy 


The experts are invariably those 
people who are highly credentialled in the subject matter of the 


discipline or topic concerned. Bourdieu (1976) has argued that academic 
y, selection and differentiation; 


iculum develop- 
political choices, amongst others, and 


ural values, skills and 
knowledge held by the learner. Such interaction produces conflict as 


much as consensus, and Youthaction, like many before it, was going to 
A 


use its nascent bureaucratic Power to cement the democracy when 
conflicts arose. 


Forms of education which, like the youthwork kits, are designed for 
a body of practitioners often possess areas for conflict over the ‘relevance’ 
or the lack of relationship between the ‘theory’ being learned and actual 
work practices. Youthworkers, perhaps especially Streetworkers, are 
particularly sensitive about such matters. Distance education raises the 
problem of setting any apparent irrelevancies between theory and practice 
into a fixed form which can be tangibly identified throughout the years of 
a course's or kit's life. At the outset Youthaction recognized these 
potential difficulties, especially those concerning ‘relevancy’ — pot 
because they were academic ‘experts writing a course, but because they 
were practitioners, largely sharing the same views, who were ‘funded’ to 
develop a kit for (or rather with) their colleagues. Youthaction required 
contributors to articulate elements of their practices, and to some degree 
to theorize about them. The fact that this proved to be a slow and 
tortuous path for the streetworkers to follow SNOU SURPLISiNg. Given Gas 
previous explanation of their work and educational experiences. 
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Youthaction was mainly seeking written contributions, and most 
streetworkers would have found neither the time, nor felt especially 
disposed to write about their practice; their usual form of articulation was 
verbal. This raises the question of the consequences of the original 
‘expression of interest’ package, not only in its form and content, but also 
in the structuring of the form and content of the required responses. 
Whereas the ‘think-tank’ had been very successful in identifying many 
key areas of streetwork practice and management, and the initial 
telephone contacts with the field had also looked promising, the form 
and content of the questionnaire pushed back people's enthusiasm. There 
was a clear need to use a different process or another form of ‘expression of 
interest’ package. Arguably the dialogue was broken after the initial 
telephone contact, and although subsequent telephone calls were made, 
they fell mainly into the style of begging reminders rather than the 
keeping in contact’ originally stated in the letter to the field. 

In the construction of a curriculum about streetwork practice, 
€specially if through a process of democratic curriculum development, 
the contentious and conflicting issues come to the surface. There were 
two broad areas of difficulty which Youthaction faced: the federal 
department had the power, through its control of the kit reproduction 
Process, to edit or delete matters which it found contentious; and the 
field itself could produce conflicting ideas and materials, for example, 
between the different religious and secular ideologies. The agency was 
Prepared to argue its case in the event of difficulties with the funding 
authority, but recognized that the authority had the ultimate power to 
change the materials. However, in the case of conflicts within the field 
they assumed the power to arbitrate or exclude as particular circum- 
Stances arose. Ultimately the responses were so low in terms of materials 
that such problems were minimal, but it was clear that they were 
Prepared to circumscribe democracy if they felt it necessary to do so. 
Hence the ‘wide ownership’ and democratic principles espoused for the 
kit were potentially in conflict and tension with the sense of ownership 
and control felt by Youthaction, and with the bureaucratic control from 
Canberra. 

As ‘traditional’ distance education increases its provision of 
Professionally oriented courses, both for intending and experienced 
Practitioners, there are increasing reasons to recognize the depth of 
knowledge and the range of needs and requirements which exist in those 
Occupations. The approach to the streetwork training kit recognized 
explicitly such reasons and set out to address them. The bureaucratiza- 
tion, or at least the form of it they employed, was not successful with the 
streetworkers. However, especially if modified, this approach may be 
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more productive with occupational groups which are more bureaucra- 
tized or less antipathetic to bureaucracies than streetwork. For example, 
the federal bureaucracy which funded the project was most impressed by 
the process. It fulfilled their policy requirements, and for the bureaucrats 
it had the trappings of being an efficient and effective means of 
obtaining, collating and storing a broad, representative collection of the 
field's knowledge. Indeed, their enthusiasm was at one stage so 
unquestioning that we felt obliged, as their consultants, to provide a 
balanced appraisal of the process. The ideological and pedagogical 
implications were buried beneath bureaucratic concerns to close the files 
and audit the accounts. Bernstein (1979) has suggested that ‘invisible 
pedagogies’ are the most subtlely pervasive in transmitting the dominant 
ideology. One can only question in whose interests it was for this form of 
bureaucratized democracy to be imposed on all youthworker training at a 
distance. 

For distance educators interested in using a democratic curriculum 
development process with occupational groups 
tailor the procedures to the pertaining circumst 
include the ideological bases of the occupatio 
the practical constraints on their ability to contribute. We emphasized to 


the agency that it was risky to depend on voluntary contributions because 


the field would not understand or share in the commitment to the 
deadlines which existed 


, It is clearly important to 
ances. Such circumstances 
nal group itself as well as 


Ourses. One of the difficulties 


ature of courses due to the 
production lead times and the length of time before courses are revised or 


replaced. It may be difficult to build in the degree of dynamism to which 
Les Hendry aspired, but the Youthaction approach to the develo 
the curriculum structure and materials provides 

statement of the matters and issues of field Practice, 
curriculum to be formed which starts its life at the ‘cute 
occupation’s practice, rather than as a selection of what a 
pertinent. The administrative and student support sery 
education may be usefully incorporated into the curriculum development 
process to provide the resources which Youthaction found difliesk 1 
provide, The people in these services have valuable knowledge, skills and 
information of their own which may be useful in, for example, cont 


pment of 
a contemporary 
This enables a 
ing edge’ of an 
Cademics see as 
ices in distance 


acting 
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previous students now in occupational practice or for helping develop and 
distribute requests for contributions from the field. Youthaction’s use of 
brainstorming, editorial or workshop sessions composed of practitioners 
and others could be used to help shape the whole curriculum 
development process through to the final organization and pedagogy of 
the course. 

Such procedures for democratic curriculum development accord 
well with the forms of critical pedagogy discussed in other chapters of 
this book and elsewhere (see, for example, Freire, 1972b; Shor and 
Freire, 1987). The outcome is likely to be that such courses will reflect 
more closely the occupations which they address, and that the hoary old 
criticism of the lack of relationship between ‘theory’ and ‘practice’ will 
become redundant. Furthermore, involving an occupational group in the 
development of curricula about their own practice may help foster a 
greater critical awareness among that group as they articulate and engage 
in debate within a critical community of their peers. 


Notes 


l ‘Les Hendry’ and other names have been changed in the interests of 
anonymity. 

2 These and other quotations are 
authors during the project. 


from documents or field notes taken by the 
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When Teachers Theorize Their Practice: 
A Reflexive Approach to a Distance 
Education Course 


Jobn Smyth 


This chapter has two agendas. On the one hand, I want to canvas 
Something of the rationale behind and the experiences involved in 
Providing a distance education course that involved primary and 
Secondary teachers theorizing their practice. On the other hand, I want to 
stand back and locate my ‘teaching’ of that course within the broader 
educational crisis afflicting Australia an ier 
cies at the moment. I have labelled this a ‘reflexive approach because 
what I am attempting is to engage myself in the kind of action I 
recommend for the teachers who undertake the ‘Teachers’ Theories of 
Action’ distance education course. s 

Before I disclose the details of the course and the experiences of the 
school-based participants in it, it is important that I reflect briefly upon 


the wider political context of higher educatio’ in which I am implicated, 


and my own actions in it. It is only as I begin to realize the awesome 


extent to which my own pedagogy is constrained by forces that I neither 
fully anderscand nde control, chat 1 ome: (o> Appreciate fully the 
difficulties of my own students in trying to maintain and regain power 


Over their teaching. : Sa ‘ 
There can be lied doubt that higher education in Australia, as 


indeed in the USA and the UK, is in deep crisis. The precise nature of 
y complex, but it is located in a wider 


legitimation crisis in capitalist societies generally (Habermas, 1974). 
Educationally speaking, there are three aspects to this. Firstly, there is a 
‘edge of mouondliey dhat takes expression in so-called ‘scientific 
approaches’ to solving perceived social and economic problems. 
Invariably these involve a series of constructed and artificial separations 


d most other Western democra- 


that situation is extremel 


197 


Critical Reflections on Distance Education 


— of facts from values, of means from educational ends, of administra- 
tion from pedagogy — and the substitution of technical/rational 
administrative solutions to what amount to complex social questions of 
equity, access and distribution of society's resources. Secondly, there is a 
deepening ‘crisis of legitimacy’ as these centrally driven technologized 
solutions (particularly in respect of education) are justified, packaged and 
perpetrated in the community by recourse to the rhetoric of their 


Supposed cost efficiency and cost effectiveness. Of course, they are 
nothing of the kind — there į 


tion’ (Larson, 1977; Poulantzas, 19 
way that blue-collar workers were subjugated in the early stages of the 
industrial revolution. The evidence on this is both widespread and 
compelling (Meisenhelder, 1983; Beverley, 1982), and has come to 
characterize a range of other professional fields such as medicine, law and 
engineering (Derber, 1982; Meiksins, 1982). The overly simplistic 


argument driving this process, at least so far as higher education is 
concerned, goes like this: 
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Because of the way in which the capitalist system in general has 
been able to ascribe the causes of our economic ills to the personal 
inadequacies of individuals (illiteracy, lack of incentive, and poor 
work habits among students), it has not been difficult to link this 
with systematic failure of [those institutions] to meet the needs of 
industry. The argument is such a compellingly simplistic one 
that it is proving almost impossible to dislodge — get students 

. to conform through more compliant forms of education, and 
all our economic woes will disappear. (Smyth, 1987e, p.42) 


As we rush headlong into this era of economic rationalism it is clear that 
not only is the content of our teaching being reshaped so as to generate 
More desirable ‘output’, but the way in which we are able (indeed, 
required’) to do that teaching is being increasingly dictated to us. 
Distance education is a particularly good example. Because of the alleged 
cost effective way in which this form of higher education ‘delivers’ 
education (notice the language — we usually only deliver commodities 
like newspapers, tons of uranium ore, and in the past bottles of milk) to 
large numbers of widely dispersed students, it is looked favourably upon 
by educational technocrats. The well embedded implication is that 
learning is nothing more than another form of commodification to be 
perfected, in which pre-digested knowledge is deposited in the heads of 
ever-grateful consumers. What is most disturbing about this kind of 
analysis is chat learners are regarded as some kind of passive receptacle, 
rather than active agents engaged in their own recuperation and learning. 
It is interesting to speculate whether, behind this apparent endorsement 
by governments of the distance mode of learning is the view that distance 
education, being an individualistic and compliant way of teaching and 
learning, is essentially unproblematic. It is not hard to see how 
technocrats who regard knowledge as being no different from ingots of 
aluminium might come to believe mistakenly that distance education is 
the way to resolve the nation’s reskilling problems, while at the same 
time avoiding controversial social questions about whose interests are 
really being served by the educational enterprise. Nothing could be 
further from the truth! f ; A 
As I think about the nature of the particular distance education 
course to be described shortly, I can see a significant tension between the 
philosophy of the course which has to do with ‘empowerment of the 
Participants (by which I mean giving them control over aspects of their 
and the alleged portability of such courses, if 


lives hitherto denied them), ane } d 
it were to be seriously mooted in any process of economic rationalization 
that distance education courses could be taught nationally through some 
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university netw 
because a cours 
follow that it c 


ork system. The fallacy in this argument is that just 
e has a set of covers around it, it does not automatically 
an readily be transported (or even sold ‘off-shore’). What 
Participants (whether they be tutors or school-based) buy into in courses 
of the type to be described shortly is a certain philosophical and 
epistemological view of who generates and owns pedagogical knowledge 
— indeed, who has the right to lay claim to this. Like the teachers | 
describe later in this chapter, I feel that informed decisions about how 
best to engage with ideas about teaching lie at the intersection between 
teaching practices and the forces that are continually at work invisibly 
shaping those Practices. Such notions do not rest easily with the 
dominant ideology of the instrumental transmission view of knowledge 
the media and in proclamations and reports by 
- As those of us in distance education mode are 
rds endorsing an input-output view of what 

surveillance procedures in the form of 


y other providers of distance education) are 
of the industrial model. Like their industrial 
€ to: 


harming the quality of ed 
demanded by the pub 
increasing manage 
faculty .... While the objective Situatio 


ency of 
that increases their 
(Meisenhelder, 1983, 


work, it allows them to do so in a manner 
own power at the expense of faculty. 


pp-302-3) 


Viewed in this way, the crisis in higher educatio 
with the centralization of power than with any alleged 
An example may serve to make the point. My own in 
committed to providing distance education, as refl 


n has more to do 
shortfall of funds. 
Stitution js deeply 
ected in its act of 
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creation which says: ‘... to provide the opportunity for tertiary 
education at university level to all qualified persons whether within or 
outside Victoria by means of external studies’ (Deakin University Act 
1974, Section 5). Maintaining a high level of personal contact with 
students studying in this mode, we would expect to be a high priority for 
any staff who regard this mode of teaching seriously. While it is clearly 
possible to do this, to an extent, by means of written text material, the 
large distances involved make it imperative that students be contacted 
regularly by phone, often outside normal working hours. Repeated 
attempts by myself over several years to have my phone converted to 
direct dialling access (so avoiding calls having to go through the 
time-consuming process of contacting a switchboard operator) have been 
denied. On each occasion my request has been turned down by the 
Buildings Manager on the grounds that any such widespread practice of 
this kind within the university would lead to serious budget over-runs. 
As I think about this now, the contradiction becomes patently clear. The 
reality for me in teaching in the distance mode is that I do not have 
anything like a modicum of control over my pedagogy — it is being 
dictated to me by the Buildings Branch! Where does this leave matters of 
Professional autonomy and the like? 


During the presentation of the course I teach another incident of 


political intrusion occurred, but with somewhat different results. It is 


always a problem that while distance education courses may appear to be 


cost efficient (a fact which I dispute), courses like the one I am involved 
with are heavy on intellectual engagement with the written experiences 
re very costly. In response to a cost 


of participants, and to that extent 4 ; 1 
Cutting directive aimed at redressing the labour-intensive nature of my 
course, I reduced the number of reflective written pieces required of the 
students by 50 per cent. My reaction was a knee-jerk one in response to 
the directive, even though I verbally opposed it and defended my 
pedagogy. The effect of my reducing the amount of structure was quite 
unexpected. By slicing off the amount of air time I as a tutor mortgaged 
in this course, the participants were ‘freed’ to spend more time reflecting 
about what was happening to them as teachers. Had I not been required 
to react to that economic imperative, I may have continued to act in a 
way which was quite contrary tO the intent of the course. Unwittingly, 
and because they were at a distance, I had fallen into the trap of treating 
the school-based participants in disempowering ways by imposing too 
much structure. Being polite, and not in my physical presence, they were 
reluctant to inform me Of this. Unless I wanted my views to 


predominate, why else would I require them to interact so frequently 
with me and my view of the 


world? When I handed more control over to 
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them, they were able to develop the kind of voice I had wanted all ae 
Until required to think about what I was doing I was oblivious to the fac 
that my pedagogy had got in the way of my message. ; 

As I write this, another contradiction is becoming gane 
apparent to me. While the course literature and philosophy gs aa 
address the Socially constructed view of knowledge, as their tutor 
continue to endorse a highly individualistic way of working with the 
course participants (something I inherited from my professional history 
as a teacher). In thinking through what I was trying to do I can see more 
clearly now than at any other time in my involvement with this course 
what Solomon (1987) meant when he said: 


Reflection is not just deck-chai 
active process 


Conversation actually inhibits 
personal beliefs because these o 


on classroom experience will require us to provide a social forum 
for discussion, (p.271) 


y Constructed view of knowledge through the 
distance education mode is the perplexing question. That is a matter I 


shall return to later: first, Something about the archaeology of the course 
itself. 


their own teaching so as 
historically, theoretically and politically. I wily 
realistically do this by penetrati 

thereby developing a critical 
teachers in McDonald's (1986) project w 


ssion about educational 


under the burden of the 
‘tyranny of distance’. They were graduate students in full-time teaching 


positions, studying at a distance (often many thousands of kilometres) 
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from the university and from one another. While they were precluded, 
therefore, from developing anything but a limited dialogue with one 
another, they were able to engage in a ‘reflective conversation with the 
situation’ (Schon, 1984, p.42) made possible by the abundant richness of 
the daily experience of teaching. In terms of the opportunity this 
provided to ‘name their world’ and to ‘frame the limit situations’ (Freire, 
1972b), there was a certain authenticity to what was being attempted — 
they were active agents working to overcome the tensions between `. . . 
theory and practice, between authority and freedom, and. . . between 
yesterday and today’ (Freire, 1985, p.177). That is not to say that there 
were no problems; there were, and I shall return to those shortly. 

: There are three sections. The first part deals with what I label a 
Problematic Legacy’. My claim is that tt is becoming increasingly 
realistic to portray teachers in terms of an oppressed social group — a 
Notion generally reserved for racial, cultural or social minority groups, 
Notwithstanding the fact that teachers have historically been part of a 
power élite, at least as far as students are concerned. I argue that there has 
been a gradual but perceptible proletarianization of teaching as a 
workforce (Larson, 1977; Derber, 1982; Meiksins, 1982), in much the 
way that manual workers were disempowered in the early phases of 
capitalism. All of the hallmarks exist of an occupational group 
sive deskilling. As Lawn and Ozga 
(1981) put it, teachers are increasingly being subjected to ‘indirect rule’ 
in which the inequality of power is concealed in a rhetoric of partnership 
and consensus about education. The outward appearance is given of 
‘decentralization and devolution, with a quasi-autonomous role for the 
“natives” (p.226), but the partnership is an empty one with increasing 
real control over all major aspects of schooling being firmly retained and 
extended by centralized educational authorities. 

In the second section I present a case for an ‘Openly Ideological’ 
view of teaching, in which teachers might begin to see how to transcend 
the technicalities of their teaching so as tO view the practicalities as part 
of a broader constructed social and moral reality. The shift is from a 
Preoccupation with ‘how to’ questions to a concern with ‘why’ questions 
about their teaching. The teachers I work with use a journal (Holly, 
1984) to create a narrative (or text) of their teaching as a basis for a 
dialogue that aims to assist them to locate their pedagogy, historically, 
culturally and politically. el 

Finally, in “Teaching against the Grain some anecdotal evidence is 
presented as to what has been achieved in a distance education Masters 
course entitled ‘Teachers’ Theories of Action’. Illustrations of what occurs 
when teachers conceive their teaching in this novel kind of way are 


€xperiencing oppression and exten 
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canvassed, and some attempt is made to arrive at a reflexive 
understanding of what can reasonably be achieved in working in this 
critical way. I conclude by reflecting upon the nature of my own 
pedagogy in working with distance education students in these ways, and 
try to be clear about the extent of my own implication in entrenching the 
very notions that course was supposed to critique and supplant. 


A Problematic Legacy 


challenges and frontiers. My claim is that there are ways of finding these 
‘frontiers’ within the act 


‘ng to see how their own understandings have 
ducational forces, such as 


en-for-granted, the conven- 


: - be released from internal and 
external constraints . . | and leave four} own thumbprints on the world 


(p.432). How often do we hear earnest and hardworking teachers 
respond, when challenged as to why they do something the way they do: 
‘It’s the only way, under the circumstances’, What this amounts to is an 


expression of hopelessness and Powerlessness in which teachers feel 
somebody else is ‘calling the shots’. 


which things Previously taken for 
Becoming ‘critical’ about teaching, a 


teacher initiated theory 
ue (Marcus and Fischer, 
ty for collective self- 


involved in bringing about 
changes. 


204 


When Teachers Theorize Their Practice 


But theorizing and reflecting about the commonplace nature of 
what is normally taken for granted can be an unnerving experience. As 
Simon (1985) noted, such a dialectical encounter brings into contention 
the very nature of existing social relationships in teaching, and to that 
extent may be difficult to live with. Before teachers can decide what they 
might want to do differently, they first have to figure out ‘. . . why 
things are the way they are, how they got that way, and what set of 
conditions are supporting the processes that maintain them’ (Simon, 
1984, p.380). Construed this way, teachers engage themselves in a critique 
of existing practices that Simon (1985) labels as being ‘transformative’ in 


respect of three interrelated moments: 


First, . . . {it} views knowledge as socially produced, legitimated 
and distributed and seeks to make explicit the ways in which 
such production, legitimation and distribution take place. 
Second, knowledge is apprehended as expressing and embodying 
particular interests and values, implicating issues of power and 
ethics in all expressions of knowledge. Third, seeking to negate 
the ‘objective’ nature of knowledge and forcing the educator to 
confront the relation between knowledge, power and control oe 
action that would alter the distribution of power and increase the 
range and scope of possibilities for individually and collectively 


defined projects. (p. l 119) 

Having said all of this, it is not difficult to become increasingly 
disillusioned and sceptical about what currently masquerades as ‘change 
in our schools and school systems. With all the chest-beating about 
educational ‘reform’ at the political level, we could be mistaken for 
believing that something of consequence in improving the lives of 
teachers and students was occurring — regrettably, this is not the case. 
What we have instead of meaningful reform in our schools is the rehearsal 
of actions that amount to worn-out and bankrupt solutions to the alleged 
problems confronting schools. There is a seemingly endless parade of 
calls for a return to the basics, demands for an increase in academic 
standards, an extension of testing, and ae for es removal of 
incompetent teachers. All of this ts supposed to occur t rough measures 
designed to achieve improved quality control, efficiency and effectiveness 
in our classrooms. Unfortunately, none of thes ceeinical polunions 
addresses the szal problem in our schools, which is not a crisis of 
competence, but rather a crisis of confidence which has its roots deep in the 
social and cultural dimensions of what schooling and learning are about. 

Current attempts at educational rioen have, therefore, failed 
largely because teachers as the major ‘actors’ have been largely excluded 
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from the action, except 


as benign respondents to the agendas 
formulated by others. Teach 


ers have had a long history of having been 
ther people’s supposed reforms (Scheffler, 


reasing the rigour of teachers’ work, in testing 


‘back to school’ and requiring that they 
work longer hours. 


Central to all of these reform efforts is the nature of the relationship 


Practice in teaching — one of the least understood 
Notions in education. To continue to talk of ‘closing 


those who ‘do’ teaching — between so-called 
d teachers. Carr (1980) claims that despite 
plain how theory should relate to practice, “ 

changed. . . teachers cling to an image of theory 
Jargon” that has nothing to do with their everyday 


problems’ (p.60). For their part, people outside schools have become 
impatient at the pe 


- ignorance, apathy or indifference of teachers’ (Carr, 
1980, p-60). It does not help either to talk in t 


ys of attempting the theory- 
The separation still i 


in to the very 
y theory — endeavours of this kind 


attaching to the notion of theory i i 
rooted suspicion and distrust of matters theoretical based on ‘. - a 
defense against being made to: feel ignorance and humiliated by 
intellectuals’ use of theory’ (p.85). Whatever its basis, the idea that 
teachers are only capable of dispensing the ‘soft human virtues of 


206 


When Teachers Theorize Their Practice 


patience, understanding and idealism’ (Berlak and Berlak, 1981, p235)5 
and are incapable of rigorous and disciplined thinking about their own 
work, is a viewpoint that deserves to be countered in the strongest 
possible terms. 

To be set against negative claims like these is the argument made by 
Kohl (1983) about the need for teachers actively to assume the 
responsibility for theory making (and theory testing), or accept the fact 
that these will be made for teachers by academic researchers and others 
only too willing to fill the vacuum. Kohl (1983) claims that this will be 
inevitable if teachers bargain away their educational power by giving up 
their responsibility as intellectuals. In his opinion: ‘When teachers fail to 
develop and use educational theories . . - they open the door to stifling 
Curriculum proposals devised by stodgy academics with no real sense of 
what goes on in the classroom’ (p.28). He bases his claim on the view 
that there are always movements afoot committed to taking power away 
from teachers and placing it in the hands of one kind of special interest 
group or another. The problem with this, as Stenhouse (1983) was at 
Pains to point out over some years, is that the nature of outsiders’ 
knowledge is vastly different in nature and intent from that of teachers. 


The provisional knowledge created in the educational academy 
may be seen as a second order curriculum of knowledge about 
educational practice offered to teachers and potentially to 
students. Knowledge expressed as generalizations, more or less 
reliable, contributes to the teachers’ and the students’ under- 
standings of the world in which they have to act. However, few 
such generalizations offer guidance as to how to act since they 
cannot by definition as generalizations take account either of the 
professional biographical development of teacher and student or 

of the crucial contextual and temporal variables. (p.212) 

reful about discussion that aims at dichotomy, 
Particularly when issues of the relationship of theory to practice are 
involved, The fact is that we live in a world in which there are forces 
continually at work seeking reductionist and separationist ends under the 
rubric of rationalization and efficiency. Another way of viewing this same 
Process is in terms of the disempowerment and dependency created in one 
group, while at the same time enhancing the power, independence, 
Prestige and status of another. ae , 

There have been a number of distinct phases in the recent attempts 
to reform schools that exemplify the above discussion. Butt (1984) claims 
that initial attempts Were of a kind that relied on outside ‘experts’ 
designing curricula to be implemented by teachers, with schools, school 


Thus we need to be ca 
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systems and teachers being bypassed in order to develop technological 
solutions to the ‘best’ forms of pedagogy and curriculum. Within this 
scheme teachers were reduced to the level of technicians with little scope 
for their own '. . . ideals, intentions or style’ (Butt, 1984, p.3). Scheffler 


(1968) summed up the scene in the 1960s, and little has changed two 
decades later: 


It has, indeed, become increasingly fashionable in recent years te 
construe the teacher's work as that of a ‘minor technician’ within 
an industrial process, the overall goals . . . (of which are to be) 

set in advance in terms of national needs, the curricular 
materials pre-packaged by the disciplinary experts, the methods 
developed by educational engineers — and the teacher's jobia 


just to supervise the last Operational stage, the methodological 
insertion of ordered facts into the student’s mind. (pp.5-6) 


In many ways the attem 
low point in the histor 
based as it was on t 


pt at teacher proofing represented '. . . the 
y of pedagogical innovation’ (Butt, 1984, p.3), 
he implicit assumption that teachers were not 
competent or to be trusted to implement the new curricula. The 


to devise simple ‘how to do it guides 


1960's, there was rather strong 
capital, 


teacher proof. 


Everything a teacher was to deal with was provided and 


prespecified. (p.614) 


Given the considerable autonomy teachers have 
classroom door, it was not surprising that th 
proofing’ failed rather dismally. Apple (1983a) 
terms: 


always had behind the 
1S exercise in ‘teacher 
expressed this in these 


when the material was introduced into many schools, 


it was 
not unusual for the ‘new’ math and the ‘new’ science to be taught 
in much the manner as the old math and old science. It was 
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altered so that it fit into both the existing regularities of the 
institution and the prior practices of successful teaching. . - - 
{This} is at least partly tied to the resistance of a female work 
force against external incursions into the practices they had 
evolved over years of labor. (p.615) 


| the ‘mere’ fact that the state wishes to find ‘more efficient’ 
ways to organize teaching does not guarantee this will be acted on 
by teachers who have a long history of work practices and 
self-organization once the doors to their rooms are closed. (p.616) 


a I have argued elsewhere (Smyth, 1987a, 1987b), teaching is 
undamentally different from industrial processes in that teachers are not 
working with inert materials that respond according to some predeter- 
mined rules. Rather, students are continually engaging in dialectical 
encounters with their teachers, and through this coming to create and 
share in a common culture. 


eff After unsuccessful attempts to change th 
ort was directed at remedying the perceived defects in teachers that 


Prevented them from implementing the new curricula. The solution was 
seen to lie in ‘in-servicing’ teachers so that they could acquire the new 
skills and behaviours necessary tO use the new curricula. The rationale 
Was that ‘you need to change the people before changing the structures’. 
This strategy was based on the unsubstantiated presumption that 
teachers had deficiencies that could be rectified through ‘one shot’ 
in-service workshops. It was too simplistic a view, destined to a similar 
fate to teacher proofing the curricula. More recent reform moves have 
concentrated on attempting to ‘sell’ teachers on innovations and develop 
a sense of ‘ownership’ of ideas through action research and school-based 
Curriculum development. The notion was that teachers would experi- 
Ment with new ideas, try them on for size, iron out problems and develop 
their own new ones. As Butt (1984) notes, even here there were still 


Unanswered questions: 


e curriculum materials, 


questions about insider/outsider relationships . - - - How 
much power does the teacher have? How far can developer 
intentions be adapted? Does it still remain a manipulative device 
aimed at implementing other people's intentions, overcoming 
teacher resistance and gaining commitment through compliance. 
These questions keep coming back to haunt us. (p.6) 
e (1983b) argues that 


As a partial explanation of these occurrences, App! 
ht up in fiscal crises, 


Since Western societies have a history of being caug 
it becomes easy to provide mass education in commercialized packages, 
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put it, the argument in respect of schools goes thus: ‘Jf we have the 
Proper knowledge base, if we become more rigorous, if we pay more heed 
to content and less to method, if we underwrite merit and mastery, ¿f we 
enlist more experts. . . we will solve what are largely technical problems 
and will no longer be at risk’ (p.70). What Greene (1986a) is saying 1s 


that simplistic views like this Overlook ive i 
ts hef lpably 
deficient world in which ther T aA equi 


shattered communities, [and] unful 


unmasking of the lies, 
nstruct the basis for the dominant order 


Just an unmaskin rocess: ‘ it {is} also a 
- y ess: ©. ~ . it {is} also 
form of Practical learning t i me [i ] f 
; ng to the experiences o 
criticism, and using such criticism 


moral discourse that enables them Critically to reflect upon and 
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simultaneously explore both the ‘emancipatory’ as well as the ‘enslaving’ 
possibilities of educational practice, then those practices `. . - become 
fact{s} of nature to be managed scientifically’ (p. 1 19). 

What all of this amounts to is a major shift in emphasis; from a 
concern with what Freire (Bruss and Macedo, 1985) calls the ‘pedagogy 
of the answer’ to the ‘pedagogy of the question’. The pedagogy of the 
question involves practice that: 


. . . forces and challenges the learners to think critically and to 
adopt a critical attitude coward the world. It is a pedagogy chat 
enables the learners to break the chains of alienation imposed on 
them by the mechanistic nature of their daily routine. The 
pedagogy of the question requires that learners distance 
themselves from their bureaucratised daily existence, while they 
become more and more aware through reflection of the mythical 
facts that enslave them. Unlike the pedagogy of the answer, 
which reduces learners to mere receptacles for pre-packaged 
knowledge, the pedagogy of the question gives learners the 
‘language of possibility’ to challenge the very constraints which 
relegate them to mere objects. - - - [The] pedagogy of the answer 
... lacks any profundity of thought and cannot stimulate and 
challenge learners to question, tO doubt, and to reject. (p.8). 


As Greene (1973) put it, 4 critical pedagogy of teaching amounts to 
working actively against an ‘unthinking submergence in the social reality 


that prevails’ (p.269). She claims that if teachers wish to present 
themselves as actively engaged in critical thinking and authentic 
choosing, then they '. - - cannot accept any “ready-made standardized 
scheme at face value’ (p-269)- Unless teachers problematize tonn teaching; 
then they cannot expect students ‘to Pose the kind of questions about 
experience which will involve them in self-aware inquiry (p-269). What I 
am suggesting, therefore, has implications extending considerably 
beyond teachers merely being articulate about, or theorizing, their 
Practice along the line of ‘this is what works for me’. In particular, there 
are important moral and ethical questions about the nature of educational 
research, and who has the right, and under what circumstances, to 
engage in educational enquiry- At stake also is the ideological nature of 
lationship to the distribution of power and how such 
ute to a more just and equitable world through a 
redistribation of pew 1 real agenda in this ‘openly ideological 

) is transforming rather than supporting the 


research’ (Lather, 1986a : x : ; 
Status quo. Such efforts are emancipatory in the sense in which Misgeld 


(1975) draws upon Kant's use of that term, namely a freeing *. . . of man 


that enquiry, its re 
enquiry can contrib 
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[sic] from a state of self-imposed tutelage, of incapacity to use his [sic] 
own intelligence without external guidance’ (p.24). What I am sper 
to here is really a socially constructed view of knowledge that is out pes 
hands of experts and specialists, and which resides with those who Sn 
otherwise be regarded as being dispossessed. Such a view enables people 


P 2 > Po oe S ‘ their 
to become Subjects’ rather than objects’ and to examine 
Circumstances to see not only the tensi 


r r i les hes hin 
but how these came to be historically. This situated’ view of teaching 


» 1986b) is in marked contrast to traditional ‘impositional’ (cf. 
views of knowledge about teaching. ` 
What I am arguing for, and what I have proposed elsewher 


á THe Bema cs > m 
(Smyth, 1987c), isa liberating’ view of teaching that frees teachers fro 
dependence upon conventional axiom 


dness that unconscio t 
of teaching in such ‘praxis-like’ terms (Lather, 1986b) and to construc 


PPositional viewpoints about teaching and 
perspective would involve participants in 
analytically to reconstruct 
While locating themselves in it, and 
how elements of the professi 
i iew of teaching (Smyth, 1987d), therefore, 
he social and political ends 
ng can be seen as part of a 
© construe this as a form of 
making sense of the world. Theorizing, in the 
teachers come to understand 
ugh the collection of data), 
meanings about what that 
ng is the way it is, and why 
‘anings. Theorizing, in the 
because the ‘larger issues are 
life’ (Lather, 1986a,p.11). 
ical situations because there 


new and informed 
em about why teachi 
those particular me 


information reveals to th 
they personally endorse 


embedded in the Particula 
Theory does not have to be ‘applied’ to Pract 


fine a point on it, Inglis (1985) 
making’ or theorizing process: 


Everybody has a set of theories, compounded maybe of fact and 
value, history and myth, observation and folklore, superstition 
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and convention, but these theories are nonetheless intended to 
explain the world . . . and discover and confirm its meanings. 
Most of all, those who refuse all theory, who speak of themselves 
as plain, practical people, and virtuous in virtue of having no 
theory, are in the grip of theories which manacle them and keep 
them immobile, because they have no way of thinking about 
them and therefore of taking them off. They aren't theory-free; 


they are stupid theorists. (p-40) 


nt of this is to suggest that critical enquiry comes easily for teachers. 
ndeed, it is an intriguing question as tO whether teachers can engage in 
the kind of systematic, deliberate and fundamental questioning of their 
oe that is being suggested. For Shor (1980) the major impediment 
aoe thought is the comforting and soothing nature of aie ben 
Seach ne way we lead our lives, he argues, milicates against us asking 

ing questions about how or why things came to be the way they 
are. In Shor’s (1980) words: ‘. . - most people are alienated from their 
Own conceptual habits of mind. How come? Why don’t masses of people 
ngage in social reflection? Why isn’t introspection an habitual feature of 
life? What prevents popular awareness of how the whole system operares, 
and which alternatives would best ser ds?’ (p.47). Critical 


ve human nee 
thought is difficult to enact for four m lined by Shor 


ain reasons, as out 


(1980): ‘celfication” — the spectator approach tO life, accepting the 
Situation for what it is; ‘beating the system’ — remaining frozen in the 
system while fighting for illusory power; ‘pre-scientific thinking = 

and ‘mystification — where 


nature; 


ascrihi 
Cribing causes to human : s 
failure in a soct 


individuals are blamed for their 
veryone o i 
Se cage inability to question the system and the models of 
authority that support it is the fact that people become coopted into 
Supporting their own oppression. They become conditioned into 
: internalizing the ideas of the ruling élite (Shor, 
hey develop an overpowering aspiration to 
imitate him, tO follow him’ (Freire, 1972b, 
into believing that the way out of their 
d them in the dehumanizing way they 
quarters called ‘horizontal violence’). 


They oro i E they have internalized the ways of thinking and 


i the way they are. There are also structural 
acting that caused them t° be y 


impediments and constraints ât work here, but as I have argued 
Hen fe a hat the conditions of schooling totally 
ere (Smyth, 


1986), to say EM : 
frustrate reflection, is tO beg the question. Berlak (1987) put the same 
point, when she sald = > the construction of an emancipatory pedagogy 

ZTF 


ety which allegedly offers 


P-38). They become trapped 
OPpression is to treat others aroun 
themselves are treated (in some 
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need not wait upon a more nurturing context, but may, in fact 
contribute to its creation’ (p.5). Despite what might seem like some 
formidable barriers, like Berlak (1987) I happen to believe that the 
difficulties to emancipatory teaching are surmountable. In a real sense it 
is the engagement in the process of unpicking the forces that constitute 
the dominant ideology that is of crucial importance in ventures of this 


kind. 


Teaching against the Grain 


of an idea is one thing; doing it is quite another.’ As they candidly admit 

» [We] will clearly be taking “scholarly risks” as we 
attempt to apply rather transcendental visions in less than utopian 
circumstances’ (p.55). I am mindful too of Giroux's (1981) cryptic 
comment that‘. . . the goals of emancipation are 
that one draws up before going to the supermark: 


struggled for in specific contexts, under specifi 
(p.220). 


not like shopping lists 
et; they are goals to be 
c historical circumstances’ 


is rapidly becoming an 
m) has to do with teachers 


ede c ption of the ‘text’, 
to embrace the possibilities of action: ‘To be empowered is not only to 


speak one’s own voice and to tell one’s own story, but to apply the 
understanding arrived at to action in accord with one’s own interests’ 


(p.119). 
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There is a preparedness no longer to accept things the way they are, 
but to see instead ‘. . . patterned inequalities, institutional power, 
ideologies [and] . . . the internal dynamics of how a system works, and 
for whom the system is not functional’ (Everhart, 1979, p.420). My 
argument is that teachers are only able to reclaim the power they have 
lost to those outside classrooms if they place themselves in critical 
confrontation with their problems. Empowerment has less to do with 

. a handing down of knowledge. . . [and is more like] a partnership, 
a mutual sharing of ideas, intuitions and experiences (Fried, 1980b, 
p.30). In Greene's (1986b) terms this means `. . . a sense of agency is 
required of . . . teacher[s} in which they can’. . . become challengers, 
when they can take initiatives’ and in which schools become ‘places in 
which spaces are created in which worthwhile questions can be asked’ 
(p.73). For most teachers this is in stark contrast to the ‘delivery of 
Services’ mentality created by centralized bureaucratic educational 
authorities which insist on presenting the educational world in terms of 

_+ + one rank of people (service delivers) who have been trained and 
hired to treat the rest. They diagnose our problems, assess our needs, and 
then provide us with anything from a prescription to an entire program 
to fix what's lacking, or leaking, in us’ (Fried, 1980a, p.4). Simon 
(1987) expressed the essence of empowering teachers: 


it literally means to give ability to, to permit or enable. 
When we hear the word empowerment used in education, it is 
usually being employed in the spirit of critique. Its referent is the 
identification of oppressive and unjust relations within which 
there is an unwarranted limitation placed on human action, 


P ion is seen as constraining a 
feeling and thought. ee 8 


Such limitation 1 
person from the opportunity tO participate on equal terms with 
other members of a group of com 


munity to whom have accrued 
the socially defined status of ‘the privileged’ ‘the compe- 
tent’ To empower is to enable those who have been silenced 
to speak (p.374). 


According to Anderson (1987), beyond an ill-defined and rhetorical call 
for teacher empowerment there have been few indicators as to how 
teachers themselves *. - - Can reflect on the structural conditions that 
inform their practice’ (P- 14). It is that I want to turn to now. l 
If consciousness raising is about teachers becoming aware of their 
own alienation and coming tO recognize the nature and sources of the 
forces that keep them subjugated, then as Harris (1979) says, this has to 
Start with them sketching out the contours of actual lived situations, and 
Posing problems about those concrete situations. This process of 
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‘distancing’ themselves from classroom events and processes can be 
difficult and perplexing for teachers. As MacKay and Marland (1978) 
found, classrooms Present such a rapidly changing kaleidoscope of events 


which can be represented as a question: 


l Describe. . . what do I do? 


2 Inform. . . what does this mean? 

3 Confront. . . how did I come to be like this? 

4 Reconstruct. . . how might | do things differently? 
Describing . . . what do I do? 


This is where teachers begin to develop ‘a 
third inner eye’ on their teaching. They use a journal, ora diary, as a way 


Strange to start with; others 


r years. The advantage of a 
written account is that it provides a basis fe 


experiences, that are all too readily forgotten. Having to write also 


requires that they be clearer about what was actually happening. By 


focusing on describing incidents they find annoying, perplexing or 
puzzling, they are able to highlight the elements — the ‘who’, ‘what’, 


‘when’ and ‘where’. The description does not have to be long and 


in academic language. Indeed, it is 


own language. If they can describe the 
incident in their own language, then they have 


both in owning and analyzing their teaching. 


— if they are not able to be articulate ab 


teaching, then they are unlikely to develop the kind of dialogue that will 
enable them to see how their consciousness was formed in the first place, 
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and be even less likely to challenge and to change it. Such records are 
usually done ‘after the event’, usually at the end of the working day as the 
teacher casts his/her mind back over the day. 

Sometimes these descriptions can be very brief and to the point; at 
other times they can be more expansive; and sometimes they go beyond 
mere description into being somewhat speculative. Here are three 
examples of teachers’ journal entries: 


John didn't finish his work again today. I must see that he learns 
to complete what he has begun. (Tripp, 1984, p.28) 


Yesterday was Friday again! Friday Bloody Friday. It’s the third 
Friday that I've had those year 7's — emphasis on the had. . . I 
am the principal of a primary school of 150 kids. I’ve just come 
from a smaller school of 50 kids; had been there for 5 years. Kids 
were beautiful . . . independent, reliable, self-directed, self- 
motivated. Great. Now, after 20 years of teaching I meet 21 year 
7’s, half of whom act like caged bastards. God I've been angry. 
. . . [Took] them for a lesson intending to get to know them and 
do some social learning activities. I'd told them to work in small 
groups on a task — read a story and answer some questions. They 
did everything but. Roamed around, talked about everything 
else, annoyed the class next door, drew and coloured-in vee I 
couldn't believe it. I'd been so used to asking year 7’s in previous 
years to do so and so, and they would; but not this mob. 

rning and group development as a 


guide, I tried to explain my modus operandi and why I was doing it 
= . 

this way. Half of them wouldn't even listen. I asked them several 
times to sit down. Because I didn’t know them by name, I 


walked over to the offenders and said: ‘Excuse me, but I would 
own so I can tell you what I would like you to do’. 

my request. After almost pleading for 
block and yelled at them. That got their 


the way I tend to operate. 


10 maths class in which we were doing 
| application. I decided to feign forgetful- 
nsibility for the conduct of the lesson to 
the students so they could help one another. They found the 
notion of the teacher sitting down among them as a taden 
disarming. A suggestion from a student that drawing on the 


blackboard was necessary was taken up, so Darren was asked 
<boa a sen > c s 
ae would take up the chalk. While the intention had 


Using my theory of social lea 


like you to sit d 
Some complied with 
co-operation, I did my 
attention, but it is not 


I was teaching a year 
Pythagoras’ geometrica 
ness and hand over respo 


whether H 
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been to get a volunteer, the direct cue to Darren, on reflection, 
was loaded with covert teacher power. It seemed to Darren to be a 
directive, and while he did proceed to the blackboard, his initial 
drawings were an inadequate representation, but eventually he 
came up with one without assistance from me. . . . When he was 
asked to explain, Darren faltered, about half-way through. . . . 


The students were surprised when no real help was forthcoming 
from me as the teacher 


In each of these instances the teacher has engaged with an incident that is 
significant to him/her: in the case of John something to be fixed up; in 
the case of the year 7s an intense frustration on the part of the teacher and 
an inability to adjust to a new 8roup; and with the year 10 maths group 
o a different teaching strategy. By 
Ptions of their own practice, and 
it is possible to avoid consciousness 
raising slipping directly into a form of ‘intellectual imperialism’ (Harris, 
Swers to questions that are non-issues 
only to discover those things they 
hey] now realise they need to know’ 

language they have to ‘extraordinarily 
It is only by ‘naming’ their world (Freire, 


) retely describing those elements of it that 
alienate and confuse them, that some basis exists for teachers to begin to 


reconstrue actions in ways that amount to changing them. The intent, 
therefore, is to get teachers to see that the social settings they inhabit are 
not given, immutable and unchangeable, but that they offer 


problems that can be solved, or “limit-situations” that can be 
transcended’ (Fay, 1977, p.220). 


Describing the ‘situatedness’ of concrete instances of their teaching 


enables teachers to begin to reverse the view that there is somehow a set 
of universal laws as to what constitutes ‘good teaching’. It is to begin to 
counteract what Shor and Freire (1987) describe as the 
teachers from the lives and realities they are 
in the process of teaching. One of the trage 
enterprise is that it somehow succeeds in p 
act of teaching can exist Separately and apart from the lives, cultures, 
aspirations and problems of teachers and students. It is these practices, 
and the social processes they encapsulate, that form the ‘situated 
pedagogy’ (Shor and Freire, 1987) that has to be described and analyzed. 


re-experience the ordinary’. 
1974), in the sense of conc 


‘amputation’ of 
supposed to be working with 
dies of the teacher education 


Informing . . what is the meaning within my teaching? Having captured 
some limited descriptions of those aspects of their practice that perplex 
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them (although they may not be clear about the reasons for their unease), 
teachers need to be invited to revisit the descriptions and start the process 
of ‘untying the text’ (Young, 1981). Obviously it is not enough simply 
to have described something — it may be the beginnings of 
understanding, but on its own it is not informative as to the principles 
that lie behind the action. To that extent the action remains in the realm 
of the mystical — caused as it were by vague, magical forces that teachers 
do not really understand or control. 

What is really occurring here is that teachers are theorizing about 
their teaching — unpicking, as it were, the broader pedagogical 
Processes that lie behind their specific actions. What they come up with 
is a kind of ‘local theory’ (Tripp, 1987), that is not universal, but which 
nevertheless seems to be embedded in the particular incident they have 
described. It may not be generalizable at all; but it may be important in 
Situationally explaining something. In terms of the earlier cited 
descriptive examples of teaching: 


John and the unfinished task é : 
Here the teacher was able to see that what lay behind her journal 


entry about John was a belief, a theory about teaching, that had to 
do with a sequential mode of learning — this task must be finished 
first, because it is a prerequisite to the one that is to follow. 


Year 7 kids on Fridays 
This teacher found that he was trying tO put into effect a theory that 
says: learning cannot occur unless students are paying attention so 
they can hear directions. He was prepared to pursue that theory to 
the point of verbal violence, if necessary. The students, on the other 
hand, seemed to be displaying a different set of values and beliefs (a 
theory) about learning; namely, that they had the right to 
communicate with one another and dictate what went on in class, 
and the teacher was powerless to change that. What they were 
expressing was a form of opposition to what they saw as the teacher's 
exercise of hierarchical control, despite his claim to be doing 


otherwise. 


Year 10 maths class 
When he stood bac 
able to see that he 


k from his described incident, the teacher was 
held a theory about peer learning, albeit a 
somewhat naive one because of the way it failed to acknowledge that 
the students come to class with a long history of expectations about 
what they see as likely to happen. They hold certain views about 
who has a right and a duty to impart knowledge. What the teacher 
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overlooked here was the fact that students cannot always readily 
cope with quick, unexpected and dramatic shifts in power, 
especially if they have been socialized in particular ways. 


What teachers are seeking to do here is to inform their classroom 
practices; that is to say, to theorize or look for some broad explanatory 
principles that lie behind their actions. They are not looking for universal 
laws of teaching, or for the existence of what the experts claim to be true 
about teaching; rather, the search is for ‘local theories’ (Tripp, 1987) that 
help the teacher to make sense of particular situations and moments they 
encounter. This is to put a somewhat different complexion on the 
contested notion of theory, 

The intent, then, is for teachers to see the embeddedness of local 
theories (Tripp, 1987) in the normal act of teaching (Smyth, 1987c) — 
something they tend to have difficulty with because of the mythology 
surrounding the positivist notion of the enforced separation of theory 
from practice. When they are able to get behind the habitualness and 
taken-for-grantedness of what they do, they have a measure of control 


and ownership over what counts as knowledge about teaching. Carr 
(1982) makes the point more generally: 


[There is} a deeply ingrained image of educational theory as a 
miscellaneous collection of maps, guides, itineraries and rule- 
books produced in some far-off land and then exported to the 
‘world of practice’ so that its inhabitants can understand where 
they are, what they are doing and where they are supposed to be 
going. What this image conceals, of course, is not only that these 
consumers have themselves produced and already possess a map of 
their situation, and rules and guiding principles about what they 
are trying to achieve; it also disguises the fact that since these 
theoretical products are the outcome of non-educational activi- 
ties, they will always reflect the use of non-educational concepts 


and categorizations and so re-draw the map of the ‘real world of 
education’ in non-educational ways. (p.26) 


What is at issue here is the political question of who defines and 
articulates knowledge about teaching. Historically teachers have been led 
to believe that they have only a benign part in this. Their acquiescence is 
not altogether surprising, given the ideology of oppression that lies 
behind hierarchical regimes of teacher evaluation and supervision. The 
broader argument is well put by Carr (1982) 


Once it is conceded that to undertake a practical activity like 
education, involves engaging in some recognisable set of 
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practices, and once it is acknowledged that these practices are not 
free from theoretical preconceptions, then it becomes 
apparent that ‘educational theory’ is not something that is created 
in isolation from practice and then has to be ‘applied’, 
‘implemented’ or ‘adopted’ through a ‘sustained effort’ on the 
part of the two reluctant parties. ‘Education’ is not some kind of 
inert phenomenon that can be observed, isolated, explained and 
theorized about. There are no ‘educational phenomena’ apart 
from the practices of those engaged in educational activities, no 
‘educational problems’ apart from those arising from these 
practices and no ‘educational theories’ apart from those that 
structure and guide these practices. The only task which 
‘educational theory’ can legitimately pursue, then, is to develop 
theories of educational practice that are intrinsically related to 
practitioners’ own accounts of what they are doing, that will 
improve the quality of their involvement in these practices and 
thereby allow them to practise better. (p.26) 
king sensible and 


If it were not true that teachers have ways of ma 
n teaching would: 


intelligible quite complex aspects of their teaching, the 


. . . have to be some kind of mechanical behaviour performed by 
robot-like characters in a completely unthinking way. But 
teaching is not like that. . . - [Teachers do have al ‘way of 
thinking’ that provides the theoretical background against which 
teachers explain and justify their actions, make decisions and 
resolve real problems. Anybody engaged in teaching, then, must 
already possess some ‘theory’ which guides their practices and 


makes them intelligible. (p- 1) 


An inescapable part of theorizing is, therefore, its transformative 


Potential — the kind of critical questioning that challenges taken-for- 
8ranted assumptions and practices, and brings about changes in the way 


Practice itself is experienced and understood (Carr, 1980). f 
The other issue that teachers have to be a to eee ee to 
ith ‘ jon’ me to hold these theories about 
do with ‘causation’, or how they ca 


teaching. 

Confronting . . . how did 1 come to be this way? It is at this point in 
working with teachers that difficulties can arise; after being asked to 
‘describe’ and to be clear about what it is that ‘informs’ their teaching, 
teachers are then asked to move outside themselves, and indeed, outside 


their comfortable world as they know and experience it. In a word, they 
are asked to confront themselves. Asked why teachers would deliberately 
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want to make their lives uncomfortable in this way, I respond in terms of 
Harris’ (1979) maxim that: ‘. . . the more ignorant one is, and the more 
one is satisfied in one’s ignorance, the more easily one can be exploited by 
those less ignorant’ (p. 166). Philosophically the problem has to do with 
managing the dilemma of how to: ‘. . . both respect the rationality of 
social actors and their way of constructing meaning while at the same 
time address{ing] the contradictions and distortions created by social 
structures’ (Anderson, 1987, p.8). $ 
What I invite teachers to do is to seek to ‘locate’ or ‘situate’ their 
practices, beliefs and assumptions about teaching in a broader cultural, 
social and political context. By that I mean engaging in critical reflection 
about the assumptions that underlie their methods and classroom 
practices. They are asked to see their teaching not as isolated technical 
procedures, but as historical expressions of shaped values about what they 
consider to be important about the nature of the educative act. They are 
invited to write about their own biography and how they feel this has 
shaped the construction of their values, and in turn how social and 
institutional forces have been influential. They are asked to confront their 


previously described local theories of teaching through the lenses of a 
series of guiding questions: 


What do my practices sa 
about teaching? 

Where did these ideas come from? 

What social practices are expressed in these ideas? 
What is it that causes me to maintain my theories? 
What views of power do they embody? 

Whose interests seem to be se 
What is it that acts to cons 
teaching? (Smyth, 1987c) 


y about my assumptions, values and beliefs 


rved by my practices? ; 
train my views of what is possible in 


It is here that teachers are bein 


8 asked to ‘problematize’ their teaching 
and to ask questions about th 


e ‘social causation’ (Fay, 1977) of their 
actions. It is where they are required to untangle and re-evaluate the 
taken-for-grantedness of habitual Practices. Breaking into this con- 


structed mythology is not easy, as Berlak (1987) indicated: ‘. . . it would 
be hard to over-estimate the difficulty of the challenge, the complexity, 
and the enveloping nature this net of taken-for-granted ideas presents for 
those who want to encourage independent thought in classrooms — and 
outside of classrooms as well’ (p.7). 

Following through with my Previously cited examples, the teachers 
concerned were able to confront themselves and their teaching in the 
following ways: 
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Jobn and his incomplete task 

When this teacher was able to share her journal item with a group of 
colleagues, she was able to see that there was more to it than just a 
problem to be solved; in fact, there was a series of other questions: 


why doesn't John finish his work? 

why should he finish his work? 

how does John see the tasks demanded of him? 

are the tasks of the right kind, quality and quantity? (Tripp, 
1984) 


Rather than asking ‘how can I get Johnny to finish his work?’, she 


was able to see that a more important question was, ‘why must 
Johnny finish his work before going onto the next task?’ In a sense, 
it was her own unquestioned professional history as a successful 
teacher that prevented her from asking the why questions — she 
had become fixated at the how level. Asking the simple question 
WHY AM I DOING THIS?, can produce some quite startling 
answers. In the case of John’s unfinished work it can be argued: 


In everyday life outside the classroom we continually leave 


unfinished what we have begun, so how is it that we are ina 
position of having to enforce upon these students the rule 
that they must finish one thing before they can go onto the 
next. Where did that rule come from, and when is it 
necessary? (Tripp, 1984, p.28) 


The issue, therefore, transcends the individual teacher and has a lot to do 
with the hidden curriculum of social control in schooling. As Tripp 


argues, for reasons of orderliness and the general smooth and efficient 
running of the school, it is desirable that teachers have students complete 
tasks in a linear fashion. There may be little or no educational rationale 


for this requirement. 


The Pythagoras case ee 
The teacher was able to reflect on this incident and see more clearly 
hips involved in his own teaching, 


the nature of the power relations 
and the fact chat what he was doing was going against an 


established norm. Even when he tried this, he was sensitive to the 
feelings of uncertainty as students tried to adjust to the new kind of 


risk-taking and exposure that was involved. 
Year 7 kids on Fridays 


On other occasions, te 
trying to see the natu 


achers struggle with little apparent success in 
re of their own implication in processes in 
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which they are ‘caught up’. This teacher was unable to see how his 
own actions were inextricably bound up in perpetuating a particular 
power relationship with his students, despite the fact that he 
thought he was actually divesting power to students. He was also 
unable to see the nature of student Opposition for what it really was 
— an expression of their unwillingness to submit to what they saw 
as a thinly veiled authoritarian form of control, dressed up as 
democratic intent. As his words below indicate, while this teacher 
had some success in seeing the more general point about the 
historical domination of students by teachers, he was still blind to 
the contradiction in his own practice: 


It seems to me that it’s always been the practice for teachers 
to ‘bark’ orders at students, just as if they were in the army 
It's the way teachers have spoken to students ever 
since schools began; it’s never been questioned . . . I believe 
that asking students for Cooperation . . . goes hand in hand 
with an explanation of why the request is being made. ‘This 
gives children more information to go on when they make 
their choices about Cooperating or not.. , 
[And later] . . . it seems I am the person with the power in 
that I have decided what the class is going to do, but I am 
willing to ‘give the Power away’ to the students by 
negotiating what I intend to do. What I am saying is that I 
hold the power, because | am making decisions about how I 
want the students to behave while | tell them my intentions 


for the lesson. But shen, they have the power to renegotiate 
the activities, 


In large part the difficulty facing 
cultural upbringing that involves the 
transpires within them) are objectivist, 
be a difficult view to dislodge, especial] 
continually reinforced and massaged b 
pedagogy (Giroux, 1985) view of scho 
critique is so foreign to teachers, w 
things: they often (metaphorically) 
quite self-denigrating ways that rev 


each of these teachers is their 
belief that schools (and what 
neutral and apolitical. This can 
y in a context where it is being 
y a ‘scientific’ and management 
oling. Because the notion of social 
hat they end up doing is either of two 
turn the blowtorch on themselves in 
eal enormous guilt feelings at the way 


ionalize and justify their practices on 
the basis of what they consider to be the perceived needs of children or 


the communities which schools exist to serve. In both cases the result is 
the same: an unwillingness to confront the Systematic way in which their 
teaching has been dictated to them by others outside schools. 
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For example, what is exemplified in the case of the year 7 teacher 
and his students is a kind of conforming and acquiescent failure to 
challenge the trajectory of history; it amounts to a fatalistic, metaphoric- 
al throwing up of the hands, that says, ‘things have always been this 
way’. This particular teacher has not become empowered because he has 
been unable to elicit or respect the integrity of the cultural 
informant's [own] constructions’ (Anderson, 1987, p.5), in this case that 
of his students, Had he been able to understand the year 7s on their 
terms, he would have been able to see that their * apparently 
irrational behaviour takes on a certain rationality {even predictability} 
(p.5), where ‘social learning’ means genuinely democratic relationships 
among students, not some version of social engineering that teachers try 
to engender. But, to be fair to the teacher, there is also a rationality to his 
apparently irrational behaviour. What we can see here is the difficulty 
teachers encounter in trying to sort out the overlapping complexities of 
Willis’ (1977) school norms — the ‘official’ (w 


$ hat the institution says are 
ILS Statements of purposes), the ‘pragmatic’ (how they speak about the 
‘official’ and the ‘pragmatic’ in the staffroom and with colleagues). As 
Anderson (1987) put it, the interpenetration of these presents a teacher 
with an‘. . . inchoate social reality from which he or she must extract a 
rationale for his or her actions. The practitioner, 


then, cannot be blamed 
for Possessing contradictory goals and rationales which he or she uses in 
different contexts . . .” (pp-! 1-12). 


It is against this kind of philosophical background chat I try to get 


teachers studying in the distance education mode to see why it is that the 


Social, cultural and political structures around them have unwittingly 
‘natural’ and ‘unquestioned’ the ideas 


caused them to come to regard as 1 l 
at they see their teaching practices as 


they have about teaching. I ask th d s 
Social constructions of reality, and even mistëptesente® consin ona ar 


that, on some occasions. Their resistance tO- this is not altogether 
surprising. They are not simply being asked to discard a few false beliefs; 
they are being asked to confront a < set of interrelated illusions about 
human needs about what is good and of value, and about how one 


should act in one’s relations with others to achieve these things’ (Fay, 
s, the systematic, shared and deeply 


1 2 1977) note ‘ f 
lhs p.214). As Fay ( means that dislodging them is extremely 


rooted nature of these illusions ote š 3 
difficult: ‘This is because giving up such illusions requires abandoning 


Gne’s calRconceshion® and the social practices that they engender and 
support, th = people cling to because they provide direction and 
h 
iy tives’ (p-2 14): 
meaning in their lives (P- anai : 
s B times they can see these contradictions in varying degrees, and 
P they are able to talk about their own confusion in trying to 
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i iliati i i i ce. 
come to some kind of reconciliation so as to live with the ce sane) 
k 4 x S 5 i 
Speaking of his endeavours to negotiate’ the content of the panier 
with his students, one of the teachers captured the dilemma in whic 


: nee ie “aos HOT OF 
found himself, when he said: I am negotiating from the position 
wanting the other Party to see reason. . 


Ey í t 
ontrol over others, but it is an (onera 
from this project). [But} more and more 


students. While dimly aware of 
of seeing a way out: ‘As the te 
appropriate learning environmen 
knowledge the teacher has planned . 
giver of information’ [my emphas 

In a more general sense, while teachers ar 
‘proletarianized’ (Poulantzas, 1973; Derber, 


- - I still tend to be the teacher and the 


e becoming increasingly 
1982) in terms of losing 


This, combined with my sch 


privileged, private school)... [caused me to leave} the place 
angry and rebellious, and made 


It was a sad reflection on the state in which he found himself that this 
same teacher claimed to have a Fe found it difficult to achieve the level 
of political analysis called for {in this Project} .. -` and of elie a coe 
struggled without much success to identify the nature of the ideo g 
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domination at work in the school’. Clearly, he had travelled much further 
than he was able to give himself credit for. 

There can be little doubt that teachers’ notions of professionalism 
and teacher autonomy actually get in the way of the process of 
Confrontation. Grace (1978), for example, found that teachers held a 
view of themselves and their work as lying largely outside social and 
political structures, and to that extent they were relatively immune from 
analyzing them. The teachers in his research : *. . . were able to maintain 
this position with conviction because control of their activities and, 


Consequently, notions of a ‘dominant order’ or of a ‘controlling apparatus’ and 
of the necessity for struggle against it were insubstantial in their consciousness, 
whereas notions of autonomy were real and actual’ {emphases in original] 
(pp:216-17). Grace's (1978) argument is essentially that in reaching 
there is a considerable inertia that prevents teachers from challenging the 
network of invisible controls (examination boards, curriculum guide- 
lines, community pressures on teachers to achieve results, etc.) that have 
Come to envelop teaching. When controls over teaching were more 
Visible and obvious (at least in Australia), it was much easier to challenge 


Such obvious practices as inspection. The game seems to have changed 
quite dramatically with control over the work of teachers becoming much 
less obtrusive but no less potent. The problem with the apparently 
benign and unobtrusive nature of these controls is that teachers can be 
deluded into developing a mistaken belief as to the true limits of their 
d of her freedom, ‘If I'd rather use a 


own autonomy. As one teacher sai 
different worksheet or create 4 worksheet of my own, as ong as it meets 
the [mandated] objectives, | feel free to do that’; while another said, “The 


objectives are spelled out, but they are left open-ended enough so that 
you can approach them from any angle you pee rere, ceo and 
Goldstein, 1984, p-349)- Bullough, Gitlin ana So abs 984) argue 
that this is symptomatic of the very nacure and ponet of technocratic 
values in shaping the consciousness of teachers. The i eology is one that 
takes the form of a hierarchy controlled by seemingly benign, 


value-neutral srogressively wiser experts who will settle all our moral, 
Political ae and educational problems by applying some variation of 
j 5 


5 i f efficiency’ (p-349). 
he cite sient to accept the ideology of professionalism 
ache 


uct of professionalism was a’... first line of 


ievi str 4 Nias 
ete that en and cultural imposition (Grace, 1985, p.8). 
sage ag Be onalism’ (Grace, 1985), or ‘licensed autonomy’ 


This ‘ethic of pe abe 
; Fa, TOSIA 
eee has no place in classrooms or schools. In practice this 


has meant an unreal detachment by teachers from the political and 
a n 
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economic agendas of the state and an ‘avoidance of the controversial {in 
the} naive belief that “being political” is “being socialist” (Grace, 1978, 
p-249). With the shift of control over teaching from a‘... visible, 
Prescriptive and centralised system to an essentially invisible and diffuse 
mode’ (Grace, 1985, p.11), and the disappearance of the ‘malevolent 


invader’ from their classrooms, teachers have not been quick to grasp the 
significance of the shift in the locus of control: 


aints of the work situation; and, 
& a good teacher’ and ‘being a 
mply. These controls are invisible to 
the majority of teachers in so far as they form part of the 


taken-for-granted and unchallenged social world within which 
they operate (Grace, 1978, pp.217-18), 


crucially, by what ‘bein 
professional’ are taken to į 


who said, ‘reflection with 


starting with reality 
begin to overcome it 


l ne-tuning in order to achieve 
objectives. When viewed in this light, 
ingle-loop’ (Schon, 1983) learning in which 


predetermined educational 
teaching becomes a form of ‘s 
questions about the ends t 
interests are being served are 
learning (Schon, 1983), 
variables that govern the way we teach, 


actively denied as being issues. Double-loop 
involves contesting the 
and opening up for contestation 


Politics, the ethics and the morality of 
that teaching. Part of the difficulty in uncovering these alternative 


courses of action is that they are shrouded by such complex networks of 
forces that they are not always easily penetrable. 


Here is an example of a teacher that describes how he began to 
problematize his teaching by speculating about the courses of action he 
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needed to adopt to change the wider structures that surrounded him. He 
relates an incident in which he called the class to attention, gave them 
permission to proceed with a ‘set’ assignment, and what happened when 
a student came to him with a ‘puzzled look’ on his face: 


S: Mr. . . . What's the answer to number five? 

T: {referring to the question] What is meant by the texture of 
the soil? 

S: I don’t know, that’s why I'm asking you. 

T: Well, . . . you should be able to find the answer to this 


question. Have you read the information sheets I gave you 


when the assignment was handed out? 

No. 

What about searching through your notes 
Have you done that? 


No. 
: Well you should refer to your notes first, read them through 


and then if you don’t understand something come and see me. 
{student left still looking puzzled] 


on soil texture? 


Bye 


aim 


at had happened, his own 


The teacher then proceeded to analyze wh _happened, 
n this little incident: 


aspirations for his students and his implication 1 
Why do I maintain a situation where student participation, 
is minimized? Why do I 


negotiation and construction of learning ‘ 4 ; 
continue with non-negotiable forms of teaching an learning 


processes? If I expect MY students to assume increasing levels of 
own learning, then surely I must begin to 


responsibility for their ng 
dlas ste a participate in deciding how they are expected to 


learn. 
d him a stage farther into pursuing questions he 


had Se eee aah abet in his teaching. aig his ae about 
his school has undergone 4 major ee y wou ese a 
this to be a prelude to actions he might a opt. His ea and the way 
in which he was able to se¢ that his Sk ea a e consequence of 
personal shortcomings» begins tO provide him with some avenues for 


action, He put it in h 
ve current practice of rank ordering students 


sitive assessment means that some students are 
through compe ife options. Those who succeed are being 
r their compliance in following the rules which have 

by the community and endorsed by the school. 
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My school demands that the quality of a student’s work be 
judged. Why then do I allow such a requirement to pervade 


classroom life in such a manner that it discourages learning for 
some of the students | teach? 


my practices are constr. 
Constraints laid down by the. . 
8oals of the school is 
environment so that learni 


ained within the philosophical 
- values of the school. One of the 
to provide an ordered, structured 
ng and willingness to apply effort to 

ated. I may ask myself, who decided 


that way. 
The established political 


order of the school dictates the 
curriculum. It decides wha 


t is tau 


Why are the students excluded from decision-making? 

What kinds of decisions should they be involved in? 

Why do I expect my students to 8racefully accept decisions 
being handed down to them? 


Why are students Precluded from Possessing an effective 
Power within this school? 

Reconstructing teachers’ Practices is not something that can readily be 

done in a thirteen-w, 


eek part-time course. Nevertheless, if there is a shift 
in the questions teachers ask, from the ‘how to’ to the ‘why’ kind, then 
some significant strides will have been made. 


Some Reflections on Our Own Pedagogy 


The major difficulty of this ‘Project’ (used here in the sense in which 
Greene (1985) uses that term to refer to the identification of ‘something 
we want to bring into being’, P-13) was its inability adequately to 
grapple with how to empower teachers to break out of the ‘culture of 
individualism’ (Hargreaves, 1982) that is So characteristic of teaching, If 


anything, the pedagogy of the course, involving as it did university staff 
interacting with éxdividual students (who were experienced teachers) via 
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the written and spoken word, served only to reinforce tacitly the already 
existing notions of individualism in schools. In part this can be explained 
by the tyranny of distance, but more importantly it seemed to have to do 
with a certain inertia or unwillingness by us to challenge the very 
Structures surrounding the course itself and the way it was 


delivered to 
students. Thus ideas that were meant to empower teachers in terms of 
unmasking their taken-for-granted ways of operating actually did little 
more than provide a sophisticated gloss of modernity. Instead of getting 
teachers socially to construct the meanings attaching to their teaching by 
critical debate and dialogue with one another, by working with them on 
a one-by-one basis we provided endorsement for forms of alienation and 
fragmentation that have long characterized teaching. Ce. 
In this we were acquiescing tO the dominant individualistic and 
competitive culture within institutions of higher learning by selectively 
transmitting certain cultural competencies tO 


our students, while 
actively ignoring others. Although we had departed from Freire's 
(1972b) banking notion of educating our students by not relying on 
‘regenerative’ (Everhart, 1987) forms of knowledge, 


it was still as if we 
had to prove a point to our academic colleagues by not departing too 
we engage 


radically from the ways in which d our students with the 
central ideas of the course. In Denscombe’s (1980) ee pees wel 
hidd eee yn teaching in which we were saying one 

en pedagogy within our 2 hat there was very little 


thing, while actually doing another. It was true t 
Conen i the Course WÈ provided. We were providing a process by 


which teachers were able to describe, analyze and oe ste koe 
teaching. Nor were the course participants LORY IEE 
assessed in their performance. But by engaging with students individual- 


hare with their colleagues in 
l ecommended that they s : 
y (even though we ’ I] acting in ways that endorsed a mindset that 


thei e sti 5 EEE me 
a: pene ee: to understand their work in individualistic 
isposed teac 
Se .88). war i A 
ways’ (Sachs, 1987, pan within the limits of the distance education 
In engaging OnT egotiable credentialling function imposed by the 
mode and the non- E o enact a role of ‘critical 


ir tutors t 
university, we were tyo ete h ank 
friend Y, 1986) While we were not there to rank or rate them 
riends’ (Ingvarson, r 


“ onsiderable lengths to spell out the nature of our 
(and we had gone to E criteria for the course), there was still 
non-competitive iti us to react and respond to their written pieces as 
considerable scOPe or they worked their way through the project. 


su ive colleagues ĉ* i ; ; 
pportiv doubt that on occasions even the most diplomatic 


little i - A 
There can be ie questions On, our part aimed at getting the 
posing of ten ize their teaching (or at least to see it in a political 


ici itic 
participants tO polit 
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light) was greeted less than enthusiastically by some participants who 
wanted to continue to cast us in a traditional supervisory and 
inquisitorial light. To that extent, regardless of what we did or said, we 
had difficulty in living down the history of the practices and reputations 


of what a university course should be about, as well as how tutors should 
act. 


We also had another histor 
to do with the alleged non 
summed this up nicely: 


y Co struggle against as well, and it had 
-political nature of schooling. Stevens (1987) 


teachers are employed 


to carry out, 
At the same ti 


what was happening. 


Yet despite these advantages, we were still plagued with the 
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question of ownership. Although the narrative texts as created by the 
course participants through journalling were clearly owned by them, it 
was much less clear who owned the dsswes generated from those texts when 
we intervened as critical friends in seeking to get them to situate or locate 
those described practices in wider social, cultural and political contexts. 
We were engaged in something that bordered on the manipulative, 
although at the time we saw ourselves as merely posing questions that 
had to be asked. Perhaps we were too sensitive to that and should rest 
content with the belief that unless teachers are given some assistance in 
developing processes that enable them to unmask the forces that are 
controlling them, then they will be exploited as they have always been in 


the past. 
In a curious twist of fate as we approach the second year of this 


course offering, its continuation is under a cloud. The forces of economic 


rationalism, efficiency and effectiveness are rampant in the university, 
close the course, 1t 1S clear that 


and while no one is actively working tO 
we are being required to tailor our pedagogy to suit the economic 
climate. Course participants are being urged as part of the austerity move 
to develop stronger alliances with one another as critical friends, sharing 


journals and reacting to one another's work. It may be that the kind of 
to develop in the first place may come 


Solidarity we wanted our teachers 
about for very different reasons —— well, that’s the hope, anyway- 

In our original conceptua 
there was a communitarian aspect, 
teachers to do, it was to see their own teac 


(Bourdi t are culturally, historicall j l 
m io rere can see that the actual forms of their teaching 


amount to more than mere technical acts that have a constructed and 


quite deliberate history Or genealogy, then they may be able to see how it 


i ional group to appropriate some ideas, 
is as a professiona 
that they have come as esoh or denying others. This was to 


while at the same time int that an ‘ individual can 
wnt Mills’ (1970) point t nm 
sat ee and gauge his own fate only by locating 
a erstand us RP ‘od’ (p 12). By asking pointed ‘why’ questions 
imself within his pct may also begin to see how 


“ve ‘how to’ que ; : 

mea than capers 6 shaped and determined by forces outside 
ose ices hav 

practi Or Aaa 


schools. That is to $3Y> ©. aj’, While some may be less optimistic than 
develop a sense of the P? 11. (Barton and Lawn, 1981), it was our 
we were about what ive in which *. . . biography and history, 


intention to develop ape (Pollard, 1987, p.55). 
individuals and soctety? 


if there was any sense in which 
hat we were trying to get our 
hing as ‘social practices’ 
y and politically located. 


lization, 
ect to W 
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PART 3 


A CRITIQUE 


Chapter 12 


Critical Reflections in Distance Education 


Terry Evans and Daryl Nation 


Our purpose in this chapter is to argue a case for critical reflection in 
distance education, especially in relation to teaching practices. By teaching 
Practices we mean that range of activities which is conventionally 
associated with terms such as curriculum, course development, examina- 
tion, assessment, tutoring, course writing, pedagogy, andragogy and 
teaching methods or strategies. Specifically, we are concerned with the 
assumptions, concepts and theories which lie behind the teaching 


Practices which are extant in distance education, especially with those 
advanced by educational technologists. We offer a critique of educational 
it. Critical reflection, 


technology or instructional industrialism, as WE call c 
we contend, lies at the heart of learning, and any adequate set of teaching 


Practices must rest upon 2 full realization of this. Above all, critical 


reflection offers teachers the best means for improving their own practice. 
ideration of teaching practices but with a 


© We begin not with 3 consideran wn the: hi f di 

discussion of two influential institutions in the history of distance 
education in higher education: the University of New me (UNE) 
and the Open University (OU). We do not peo PE complete, 
incontrovertible institutional histories. Rather, our objective is to review 
the development of two well-known eee are as case studies of the 
relationship between the socio-historic context © institutional develop- 


ment and the adoption of teaching practices. Pa 
The UNE is what has been termed a dual-mode institution. Its 
e 


dist E (external studies) model has the following characteris- 

$ : 

T nce e ee tenal students are enrolled in the same courses and 

: s: = aoe forms of assessment; academic staff have control 
$ : 

ace See yt ie of courses; internal and external students are 

over the design 

taught concurrent 


me staff; external students are required to 
; ee -= residential schools; a Department of External 
attend compu isi 
Studie R inisters enrolment of students, the provision of support 
ies 
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>; . : > . he 
services, the production and dispatch of teaching materials and ad 

: s ee : : 3 ns 
receipt and dispatch of students assignments. With minor modificatio 

s : ; es 
this system has endured at UNE for over thirty years. While most cours 


it is now possible for some courses 
Over the years weekend schools 
have also developed; these are provided by UNE staff in Sydney and other 
concentrations of population. Printed materials have always been the 
independent study. For the first twenty years 
these were produced as ‘notes’ by a wax duplicator process, but since then 
et printing have become the norm. 
t the bulk of its specialized resources in ‘external 
erials production and distribution and student 
ervices. It was only in 1985 that the University 
velopment adviser’ with a brief to assist staff 


eaching p 


c ] ractice, for example, the work on 
interactive broadcasting which is di 


scussed by the course development 
Despite this, UNE remains committed to the 


integrated model’ it has created. It remains today as 
Australia’s largest instituti i 


: her education involved in distance 
education. The co i i 


E's major 8roup of student clients were 
ary teachers upgrading their qualifications: they 
nrolments. Most of these teachers 
rnment’s interest in establishing a 
ch would cater for them. The UNE has always 
disadvantaged in various ways, and 
aac. give chances to those ignored by 
other institutions. It pursue ious policy of ‘open entry’ by offering 
"status to students over the age of 21 years who 
at they have reasonable prospects of 
1965, p.35), By 1964 the UNE 


to assert: 


success at the University’ (Sheath, 
Professorial Board Chairman was able 


Within Australia and far beyond its Shores, the ten years 
1955-64 have seen under constant attack those who cling to the 


unique formula of traditional university patterns of education, 
Colleges of advanced technology, Univers; 


university academic organisations ar 
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devised to expand the opportunities for the tens of thousands 
previously denied all chance of a tertiary education. Few now 
decry such innovations for it is almost platitudinous to say that a 
nation that wastes potential intellectual material will find itself 
outpaced not only in the fields of industry, commerce and the 
professions but in all forms of creative and cultural enterprise. 


(Sheath, 1965, p.3) 


It is significant that it was a similar set of circumstances and ideas which 
led to the creation of the OU. In the preface to his personal account of the 
development of the Open University, Walter Perry, the founding 
Vice-Chancellor, writing about the prospect of the job, suggested: s 


The main attraction of the challenge was the extreme difficulty of 
effective teaching at a distance. I had long been concerned at the 
pitiably inadequate standard of most of the teaching that went on 
in the established universities. I had tried, in Edinburgh, 
tentative experiments in designing courses by teamwork. .. - 
These experiments were stimulating but abortive. . . . It struck 
me that a similar approach would inevitably be needed in the 
context of teaching at a distance. If it could be made to work in 
that context, it should ultimately spread back into the 
established universities and raise the standards of teaching 
everywhere. This was the motive that, on reflection, decided me 


to apply for the job. (Perry, 1976, p-xiv) 


While Perry’s personal ambitions were to prove significant in the 
development of the teaching methods of the OU, so too were three 
factors at work in the post-war United Kingdom which he has identified 
as influencing the University’s basic ideas. These were: needs for reform 
in part-time education available to adults, the growth of educational 
broadcasting’, and political attempts tO increase egalitarianism in 
education (Perry, 1976, p-})- Each of these was to have an important 
influence upon the overall structure of the OU and its teaching methods. 
Sotoo was the OU’s charter as a university: It had to have credibility with 
other British Universities, but it had to cater for a totally different 


clientele — part-time adults. p : 
Planning Committee reflected all these factors. 


The University $ 3 D : 
ice-chancellors from universities ranging from 


Five members were vi 
Cambridge, red-brick and glass-walled, and another was a former 
ridge, 


eiaa elor Two had backgrounds in educational broadcasting (BBC 
e-chan . oe university professors, two of whom held chairs 


and ITA). There we : 
aade education. Significantly, there were two members who managed 
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‘educational technology’ centres in universities. The Committee's report 
established the basis for the radical course structure and teaching 
eventually adopted by the university. 

The OU course structure was a complete departure from traditional 
British undergraduate degrees, although it did owe something to the 
Scottish tradition (Perry, 1976, pp.63-5). The basic structure for a ‘pass 
degree’ is six ‘credits’ — two foundation courses and four courses at 
‘advanced’ levels. The foundation courses have two major purposes: to 
introduce students from a wide range of educational backgrounds to 
distance education at a university level, and to give them a broad range of 
knowledge in disciplines they may wish to study in more specialist forms 
in later years. The main intention had been to provide students with an 
alternative to the narrow subject specialism traditional in British 
undergraduate degrees, while avoiding the apparent chaos of the 
free-choice available to American undergraduates (Ferguson, 1975, 
pp.15-16). All foundation courses are interdisciplinary and some 
faculties continue these into second-level courses, while others offer 
courses based upon traditional disciplines at this level; most faculties 
offer courses based upon the traditional disciplines at the third level. This 
basic structure was mooted as early as the preliminary Advisory 
Committee, developed further by the Planning Committee, and by the 
University’s own decision-making bodies, following the usual academic 
disputes, and accepted with minor exceptions by the government 
appointed group of academics from other universities, the Academic 
Advisory Committee. 

The entry requirements for the OU are not based upon formal 
educational attainments, but normally students have to be 21 years of age 
or more. Various practical matters such as imbalance of demand between 
faculties and regions have influenced entrance policy (Ferguson, 1975, 
pp. 102-3). This entrance policy and the course structure were designed 
to cater for adults studying part-time, particularly those who had not 
undertaken any higher education, and especially those who had not 
completed secondary schooling. The OU was not alone, however, in its 
enthusiasm for more Open course structures and interdisciplinary studies. 
There was an international movement which embraced these ideas in 
both higher and secondary education. The PSSC and BSSC courses 
developed in the United States and cloned around the world share a lot of 
principles with the OU courses, as did many of the thematic studies such 
as black studies and women’s studies which were spawned in the higher 
education ferment of the 1960s and 1970s. 

As the comments above suggest, Perry was favourably disposed to 
these educational trends. However, there were some members of the 
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Planning Committee who played a key role in the propagation of these 
ideas, for example, Norman MacKenzie, who was also a member of the 
original Council, and at the time held the post of Director of the Centre 
for Educational Technology at the University of Sussex (Ferguson, 1975, 
pp.15-16). Those people also played a key role in the related area of 
teaching methods. 

Crucial to any understanding of the OU's teaching methods is a 
recognition of its conceivers’ views that it was to be a ‘university of the 
air’. As Harold Wilson imagined it, there would be a combination of 
radio and television broadcasting, based around ‘teaching films’ like 
those produced by Encyclopedia Britannica, combined with correspondence 
techniques he had observed in the Soviet Union (MacArthur, 1974, 
pp.3-4). The OU gave ‘educational technologists’ an ideal opportunity to 
show their wares: they could move from the marginal position they 
Occupied in conventional institutions into the mainstream of course 
development and production. At OU they seized this opportunity and 
triumphed. 

The Planning Committee concluded that it was ‘neither practically 
possible nor pedagogically sound to rely on broadcasting as the major 
teaching method’ (Ferguson, 1975, p- 15). Its report again established 
foundations which were accepted by the Vice-Chancellor and the 
founding staff as the basis upon which to build. Perry sums this up 
Succinctly: 

There were to be specially written correspondence texts sent to 
the student through the post and these were to be integrated with 
television and radio broadcasts transmitted on open circuit. The 
specially constructed teaching materials would refer to set text 
books and to additional background reading lists. Students 
would be required to undertake written assignments which 
would be marked by a ‘correspondence tutor’ and this activity 
was seen as a method of teaching as much as a method of 
assessment of performance. In addition students would be 
required to attend short residential summer schools and would be 
offered, optionally, the opportunity of meeting a counsellor (and 
later a tutor) and other students at one of a network of local study 
centres. Each course would end with a final examination to be 
held in local examination centres. (Perry, 1976, p.76) 


production of course materials is 


e . 
emics, 


f ‘three groups of staff: acad 
duction staff (Perry, 1976, 
bility for che course and 1s 


The key organizational structure for th 
the Course Team. Each team consists 0 
educational technologists and the BBC pro 
pp.83-4). The team has complete respons! 
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always chaired by an ‘academic’ who is finally responsible to the 
University for the course. The academics are responsible for ‘content’, the 
educational technologists for advice on course design and materials 
development (especially print) and the BBC staff for production of the 
radio and television programmes. In practice there has often been much 
overlap, considerable mutual interchange of ideas and occasional 
acrimony (Perry, 1976, pp.92-6). 

The OU teaching system assumes a large number of students, most 
of whom will enrol in courses with large enrolments. It is organized as a 
large information production and distribution system. This applies to the 
course materials which are produced using models adapted from 
magazine publishing and electronic media production. It is worth 
emphasizing the adaptations which have taken place, especially 
regarding printed materials. In effect, the University has created a new 
form of educational publishing (MacGibbon, 1974). Other institutions, 
such as the UNE, had used correspondence texts for some time, and in a 
sense provided the OU with models to emulate; however, the OU 
radically developed these models with a unique concentration of 
intellectual resources — the academics, the educational technologists, 
the graphic designers and other print technologists. This system emerged 
in the circumstances, there was no attempt ‘to deliberately plan’ a 
‘particular method of publishing’, problems were tackled ‘as they 
happened to arise’ (Perry, 1976, p.97). 

The University's use of ‘regional staff and part-time tutors was a 
bold and significant innovation. The system of teaching which emerged 
from the combination of the course materials, correspondence tutors, 
face-to-face tutors, summer schools, computer marked assignments and 
examinations was extremely comprehensive. It was a synthesis of many 
pedagogies extant in higher education, primary and secondary schooling, 
existing forms of distance education and educational publishing and 
broadcasting. The integration of ‘outside academics’ into the system had 
the important benefit of enhancing ‘the reputation and status of the 
university in the academic world’ (Perry, 1976, p.113). 

Educational technology had a considerable influence on the 
development of the teaching methods of the OU. 
University can be seen as a pre-eminent example o 
industrialism’ we mentioned earlier. However, 
dominated the OU's teaching methods completel 
the emergence of the system demonstrate the seric 
paid to the educational technologists, but ther 
other methods were adopted to ‘balance’ 
reflection upon this comes within a well 
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f the ‘instructional 
this approach has not 
y. Perry’s reflections on 
Dus attention which was 
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-known article, ‘Distance 


242 


Critical Reflections in Distance Education 


ao A Contradiction in Terms?’, written by a senior member of the 
eh A raha e David Sewart (1983). His particular concern was the 
a a jasıs upon teaching packages’ in the University. “There 
pee pan a beguiling temptation to assume that the problems of 
ac cae a distance can all be solved by the production of an as yet 
he oc aes perfect package of material’ (Sewart, 1983, p.48). 
Fests wer o his discussion surrounds an analysis of the type and 
ac E il students need from counsellors and/or tutors in a 
net ich has very well designed study materials. The balance should 
ip ot ing totally towards a teaching package, he concludes, and there 
À always be appropriate forms of ‘human services’ available. In 
oncluding his discussion he outlines an instructive model of teaching: 


hing and learning processes We 


If we consider the variety of teac 
face-to-face dialogue 


rik see at one extreme the continuous 
tween one teacher and one student, a totally supportive 


learning situation. Further along the spectrum we find the 
conventional primary schools in which the authoritative figure of 
the teacher provides a continuous contact throughout the day 
with a group of students. Much further along the spectrum we 
find a traditional university teaching system in which the 
authoritative figure of the teacher appears only occasionally and 
the students are more independent in their learning situation. At 
the other end of the spectrum we find a pure system of teaching 
at a distance in which the student is learning at a distance from 
those who have prepared the material and learns at his own pace, 


where ever he wishes to study. The Open University, like 
here between the two ends 


conventional universities, falls somew 
of the spectrum, although it is clearly further towards the end of 
1983, p.60) 


pure distance teaching. (Sewart, 
ith just one example of many of the 


de to debates over teaching methods 
Thorpe has offered a recent 
(Student Research Centre, 


Sewart’s analysis provides us W 
contributions which have been ma 
which have emanated from the OU. Mary 


discussion which returns to Sewart’s themes 
1986). The OU journals, Teaching at a Distance and its successor Open 


Learning, have published many articles, letters and discussions which 
reviewed and debated the University's teaching processes; they have also 
encouraged contributions from distance educators elsewhere. The OU 


took teaching methods out of the higher education closet! In doing this it 
has had a significant impact upon curriculum development and teaching 


practices in distance education internationally. Many institutions were 
set up according to the ‘Open University model’, while in established 
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institutions examples of its practices have been influential. The OU still 
provides the richest single source of curriculum development and 
pedagogical practices in the field of distance education. 

David Harris’ (1987) recent book, Openness and Closure in Distance 
Education, deserves our special attention. Using a thoroughly comprehen- 
sive range of research methods, including intensive interviews, 
documentary analysis and participant observation, Harris offers an 
insider's detailed description of the impact of educational technology 
upon OU teaching practices. He proceeds from a perspective within 
‘critical theory’, and shares much common intellectual ground with us. 
We endorse, particularly, his constructive criticism of educational 
technology, which recognizes its positive achievements along with its 
serious shortcomings. Harris’ concentration upon the OU and his 
glossing of its style and methods as distance education per se are both 
understandable and unfortunate. Since his book is essentially about his 
study of the OU, it is to be expected that it will concentrate heavily upon 
it. However, it is regrettable that he did not engage in more substantial 
comparisons with other institutions involved in distance education in the 
United Kingdom and internationally. The other recent collections, Open 
Learning for Adults and Open Learning in Transition, offer more detailed 
comparisons within the United Kingdom, but make little reference to 
international examples. Further developments in these areas are required. 

The UNE and OU provide us with two contrasting models of 
teaching practices commonly adopted by institutions embarking upon 
distance education. The former represents a conservative approach which 
adapts conventional university teaching techniques; the latter requires 
the espousal of various techniques from the warehouse of educational 
technology. In rejecting both approaches we would caution against 
ignoring the valuable lessons each has taught. The adaptive model has 
often solved problems associated with acade 
pragmatically; 
services to stu 


S mic credibility quite 
its practitioners also have a very good record in providing 
dents, especially those of a ‘non-academic’ kind. We have 
canvassed the achievements of the educational technology model in detail 
above. But one must be reiterated, despite its obvious nature: the OU has 
made a careful consideration of teaching practices legitimate in distance 
education particularly and higher education more generally. Educational 
technology, ‘OU-style’, has effectively provided the damning critique of 
the adaptive approach. We do not wish to add to this. Our objective is to 
criticize educational technology and to offer a critical discussion of some 
ideas which constitute the bases for alternatives. 

Elsewhere we have referred to the adoption of educational 
technology in distance education as instructional industrialism (Evans and 


244 


Critical Reflections in Distance Education 


Nation 5 
theories aea E a ny approsch is founded upon 
and teachers as ‘objects’, passive ee a res Loe on ees 
sii He asie tii : a -7 of advice and knowledge. We 
heh anes genera ine o argument here, with particular 
PN oo eve opment of printed and audiovisual course materials; 
Oe = cess “text production’. 

ace oe ee that the nature of text and text production 
ice ue ees License are central to instructional industrialism. 
tien te ommon in distance education but often they can be 
ier aacth ee sy or as emanating from textual forms and structures. 
sodden ae ir only be interpreted and understood by distance 
pt ges the printed texts of their courses. Most distance 
de pete tap nh writing’, rather than preparing or ‘teaching’ their 
ae ea 4 eo 1o process — in particular the forms of writing 
ane A tance education — has a powerful shaping influence over 
dok oe ac aaa they use. Beyond the teaching strategies, the 
lender ay ERS aes effects on the nature of the students’ 
pee ai ex P ae and on the relationships, or lack thereof, between 
Gatien , their teachers, their institutions - and their students 
in ernie The alienation typified in highly divided labour practices 
ae ‘ola een especially with outworkers , is not, superficial- 
pas n issimilar to that foreshadowed in the orthodox approaches to 

education, although we realize that many distance teachers 


would reject or abhor such outcomes of their practices. 
WEVE iar of distance education course materials may resemble 
al production, but essentially this observation distracts us from 
duction as text 


ue. i A . . . . 
questioning the social relations of distance education pro 
gnize the importance of 


and knowledge production. Although we reco 
one production processes in structuring the nature of teaching and 
earning in distance education, we argue that all forms of text and text 
sg help to shape the conditions of teaching and learning at a 
istance (Evans, 1989). The processes through which texts are produced, 
as distance teaching materials, are shaped by the structural properties of 
those texts. In this way the language, rules, codes and means 0 
interpretation embedded in particular textual forms shape the ways 
distance teachers engage in producing their text. The knowledge 
production of distance education is shaped and mediated by and through 
the forms of text production which constitute distance educational 


Practice. 

____ The expansion of distance 

lita ida of particular 
istance education practice. 


education in recent years has led to the 
forms of text production as conventional 
Archer (1982) has observed that as 
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educational systems expand they undergo ‘structural elaboration’ 
conditioned by the preceding structural properties. In the case of distance 
education, we suggest, distance education systems have developed 
increasingly elaborate structures based in the previous establishment of 
behaviourist models of learning mediated by forms of text production. 
Nowadays teachers in a distance education institution need to engage 
with and largely conform to these elaborate structures. These structures 
shape practices of teaching and learning which are far removed from 
‘good’ face-to-face educational practices, especially those which are 
democratic and concerned with transformative learning experiences 
(Mezirow, 1981). The separation of teacher and student, the dis- 
empowerment of students from making decisions about their own 
learning, the requirements of production schedules, postal dispatches 
and the many other aspects of working in distance education, spin an 
intricate web around the teacher in distance education. 

Teachers have varying degrees of autonomy and power over what 
they teach (curriculum) and how they teach (pedagogy). The distance 
teacher's autonomy and power are both circumscribed and enhanced by 
the context of distance education. In effect, both curriculum and 
pedagogy are structurally prefigured by the institution. However, the 
nature of the prefiguration is such that students are structurally confined 
to dominated and alienated positions within the 
learning relationship. In order to explain these points it is necessary to 
reflect on the basic ‘raw material’ of distance education. Ironically, 
whereas education is seen typically, as Bernstein argues (1982), as a site 
or context of knowledge production, the processes and structures of 
distance education are overlaid with those features of material (industrial) 
production mentioned previously. In fact, the knowledge production of 
distance education is tightly linked to forms of text (material) production 


which help reproduce and legitimate the dominating/dominated dicho- 
tomy between teachers and students. 


Distance teachers use their tem 
their students to select and sha 


distance teaching- 


poral and spatial autonomy from 


pe the knowledge which the students must 
learn for success. Through their use of ‘industrial’ teaching practices, 


distance teachers regulate the forms of discourse in which the students 
can engage. Bernstein observes that ‘in the production/reproduction of 
discursive resources we have sets of Specialised categories (such as 
teachers) and sets of specialised practices’ (1982, p.312). Accordingly, 
the social relations which exist between teachers and students are 
constituted by and in the specific Practices between them, for example, 
through the assessment of work or in tutoring by telephone. Bernstein 
recognizes that it is the ‘insulation’ between the categories (distance 
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eachers and students) which is important, not only for their own 
E and reproduction, but also for the maintenance and 
production of the power relations between them. In distance education 
we would suggest, the insulation is substantively produced by ‘disfarice!, 
that is, the temporal and spatial separation between teacher and student 
(Evans, 1989). However, this is not to imply that such ‘distance’ creates 
the relations of power between teachers and students, rather it ‘insulates’ 
teachers from students and assists in the maintenance of the power 
relations between them. 
Bernstein (1979) has also been concerned with the ways in which 


educational knowledge is ‘classified’ and ‘framed’ to reflect and reproduce 


class relations, and in the w: 
reproduce and legitimate distin 
transmit dominating and domin 
education the classification and framing © 
communicated through forms of text which signify the power relations 
we have discussed previously. We contend that it is these forms of 
knowledge and communication, and the processes through which these 
are enacted, which need to be analyzed in distance education. 
Contemporary distance educational practice is fundamentally about these 
aspects of knowledge and communication, yet they are rarely subjected to 
critique. 

Wexler has focused o! 
argues: 


ctive forms of communication, which 


ated codes’ (1982, p.312). In distance 
f educational knowledge are 


f knowledge. He 


n a socially critical analysis 0 


knowledge can be analysed as a process of transformation. It is 
made by a series of transformative activities which end at the 
point where knowledge is a recognizable commodity. The end 
point, the labelling of activity as knowledge, and the process of 
transformation which leads to that, is socially patterned. The 
source of knowledge, human labor, the transforming activities 
which constitute it, and the definition and distribution of the 
product are socially variable. (1981, p-280). 
For distance teachers, whether as individual practitioners or in course 
teams, their principal activity is ‘labelling’ or even ‘packaging 
knowledge as course curricula. The social relations involved in and 
expressed through their transformative processes are usually invisible to 
the students. As an example, one only has to consider knowledge being 
‘packaged’ for two different curricula on ‘the family’ by distance teachers 


with different ideological positions such as radical feminist and eras 
fundamentalist. Through such ‘packaging’, knowledge about ‘the family 
is transformed into curricula in radically different ways from the 
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respective ideological positions. Several years of students’ discourses 
within each curriculum will be fundamentally shaped by the socially and 
ideologically patterned knowledge they engage. Distance education, as 
we have argued previously, typically allocates little power or space to 
students to create their own discourses within a curriculum, therefore, 
they may have little option but to conform to a substantial degree or fail. 

The ways we use text in distance teaching close students’ discourse. 
The forms of text and pedagogical approaches used in distance teaching 
are monologic; dialogue is seen as impossible because of ‘distance’ (Evans 
and Nation, 1988). However, Wexler, drawing on the work of Eco, 


points to the possibilities of ‘closed’ or ‘open’ texts (rather like Barthes 
“readerly’ and ‘writerly’ texts): 


The open text invites participation. It refuses the assumption of a 
reproduction of fixed forms as the basis of expression and 
communication. The open text . 
than a dead object. . 
work of transformatio 


- . İs a process of activity rather 
. . Texts can be open to the continuing 
n, which is a form that teaches activity 
rather than passive consumption as its message. ... The 
presentation of ambiguity, 


of a text which remains unexhausted 
even after systematic 


interpretation grids are placed over it, 
‘structurally prefigures’ a world of indeterminacy, of possibility. 
(Wexler, 1981, p.289). 


Can we really push distance education along this path? To do so would 
require a critical enquiry into the power relations of the process of 
distance teaching, followed by drastic changes in distance teaching and 


learning processes and relationships. There are three broad outcomes of 
such critical enquiry: (1) th 


interlocking structures of e 


ppraise the educational, social and economic 
inroads into them in the form of 
consequence of changing the power 
students would become collaborative 
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ca 
x ada ape oo their adult learning. As Brookfield argues, 
ii alae ae =a T ence show that adults are self-directed and 
en, ead eir cpu) He concludes that ‘many adults are, 
he ae ee an conducting much of their own learning, 
ei sata eee rom professional educators, and doing so mostly to 
ER e ae p-68). This is a crucial point: many people, 
a . lifferent social classes and ethnic backgrounds, 
enna ees re to their own satisfaction and interests. Their 
a ay arpan a hobby or sport such as fishing, philately, car 
8 or needlecraft; or it may be directed to a particular event or 
awn in their lives, for example, having a first child, building a 
eae a local development or understanding diabetes; or it may 
eee E pee ina religious, trade union, political or other group. 
iire De pe y ts es their own learning and develop expertise which 
A ARNEE K with others — the networking of women’s groups OF 
paces a lagare are complex and formal examples of such 
he be ut often it may be just between friends, relatives oF colleagues 
aha formal manner. Adults’ learning decisions in distance education 
institutions are affected by various concerns and interests, however, their 


formal education does not mean that they have lost 
Indeed, enrolment could represent 


n. However, distance education 


engagement with 
their quest for self-directed learning. 


a aei : : 
culmination of their desire to lear 
generally assumes otherwise, and immediately stops the ‘practical and 


conceptual heart of self-directedness in learning’ which ‘is the control 
over the learning processes and curriculum content exercised by the 
learners themselves’ (Brookfield, 1984, p-69). Distance education uses 
its textual, curricular and pedagogical processes to marginalize and 
dissolve the self-directedness of people's learning, and confines them to à 
system of learning which reflects and aids the reproduction of the 
ideological and structural conditions of society- 

Mezirow has argued that an adult educator often ‘blindly helps a 
learner blindly follow the dictates of an unexamined set of cultural 
assumptions . . . and. - - relationships’ (1981, p-20). Mezirow presses 
for education to lead toward ‘perspective transformation’ whereby a 
learner identifies and understands the ‘real problems involving reified 
power relationships rooted in institutionalized ideologies’ (1981, p- 18). 
From this position learners @ d construct new meaning 
perspectives which transform their understanding of their own psycholo- 
gical histories and lead them to critical appraisals of the prevailing social, 
political and economic conditions. For Mezirow the end and means © 
perspective transformation in adult education are the recognition and 
enhancing of the learners’ capacities for self-direction. 


cquire an 
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Recognizing and enhancing students’ capacities for self-direction in 
distance education is tantamount to recognizing the power that people 
have as agents to shape and control their own destinies and the social 
conditions which surround them. This means recognizing the centrality 
of human competence, together with what Gibson sees as ‘the essential 
reciprocity of individual and society, event and structure’ (1984, p. 136). 
It is worth considering Gibson's structural analysis of education a little 
further because he helps to make some links between educational, literary 
and social theory which are pertinent to distance education. Gibson 
suggests that structural analysis in education can be ‘concerned with four 
elements: structures of competence, structures of social organization, 
‘structures of thought and structures of feeling’ (1984, p.137). We have 
already argued that human competence be recognized through our quest 
for the recognition and encouragement of self-direction and autonomy in 
distance students. Likewise we have pointed to those structures of social 
organization within and without distance education institutions which 
powerfully shape the ways distance teachers (‘competent humans’) are 
able to teach their students. However, Gibson pulls structures of thought 
and feeling into focus, and thereby encompasses the contribution of the 
notable theorists. Structural analysis of the ways people develop and use 
their thought processes are interwoven in educational theory and 
practice. Jean Piaget has been the supreme influence in this regard; 
although adult educators would be less aware of his work, it is arguable 
that the influence of Piagetian ideas has pervaded all educational 
Practice, especially in our ideas about the logical sequencing of 
intellectual development in courses. 

Structures of feeling are brought into Gibson's structural analysis of 
education Principally through the work of Raymond Williams. As 


Gibson states, Williams ‘has spoken often of its [the concept of structure 
of feeling} elusiveness and defia: inition’ 4 


structures of social organization, 
feeling — need to be brought 
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Drawing from Gibson (1984, p.13), we might pose questions about 
distance students’ engagement with a particular course such as: What 
sorts of structures of thought and feeling do the students use and exhibit 
in their assignments and teletutorials? What social structures constrain 
and enable their actions? How do they exhibit their particular personal 
characteristics and understandings to achieve their own ends? In true 
structuralist fashion the researcher (as distance teacher) 1s being 
challenged to engage critically his or her practice at the occasion it 
occurs; to stop and think, and through so doing to change future 
practice. 

This leads to the notions of reflection, reciprocity and reassessment 
which, for us, provide important links between distance education? 


practice and social theory. In taking Gibson's view of the importance of 
competence and reciprocity what we are embracing is a view of social life 
iveness’. For 


which recognizes what Giddens calls its essential ‘recursi 
Giddens social structures do not represent pre-existing and reified 
cultural edifices to which all people are bound to pay homage in the form 
of slavish, automatic obedience. Rather, social structures are con- 
structed, interpreted and reconstructed by people through time. These 
structures envelop social life and pattern social behaviour but do not 
determine it. Individuals have varying degrees of power to resist, 
reinterpret and reconstruct social structures, but such power 1S 
constrained as well as enabled by social structures. Giddens talks of a 
‘durée’ of social life as a ‘flow of intentional action’ (1984, p-8) by 
individuals with their own particular competencies. Distance education 
forms part of the ‘durée’ of social life in chat it embodies the structural 
properties we have discussed earlier which are brought about and 
mediated by and through the ‘intentional actions’ of the people 


concerned. 

In recognizing the recursive properties of socia i 
recognizing the reciprocity which Gibson argues is fundamenta to 
structural analysis. In our view recognizing these properties eee 
to both Giddens’ social theory and Gibson's structural analysis provi es 
us with theoretical bases to propose the notion that reflection on distance 
educational practices should be located in such bodies of theory. We cH 
arguing a case for the evaluation of distance educational paai i 
informed not only by a notion of reflection on those eT ane 
an understanding of the relationships between agency F 
Mezirow (1981) is one of several people who have ee Be i Pe 
an approach drawing on the work of Habermas (e-8-> y an i oat 
1986). However, Mezirow CO a a critical theory © n i 
learning which, as we have discusse leads to a transformation In 


al life we are also 


ncentrates O 
d earlier, 
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the meaning perspectives of the people concerned. For Mezirow 
perspective transformation acknowledges ‘the central role of critical 
reflectivity’ in adult learning. Hence critical reflectivity occurs where 
people reflexively monitor their social actions by critiquing them against 
and through their understanding of the structural conditions of social 
life, and thus change their actions and thereby those structural 
conditions. In distance education this means reflecting on one’s practices 
in terms of the structural elements and bases discussed previously, and 
changing those practices accordingly. The process of critical reflection 1s 
continuous and leads to a set of transformatory practices through which 
students (and teachers) become competent, self-directed learners. The 
“process of critical reflection is not just about distance teachers reflecting 
on their practices but is also about critical reflections in distance 
education. In this sense both distance teachers and students are engaged 
in a reciprocal teaching-learning/action-reflection process which leads to 
each other's understanding of themselves and the social conditions of 
their existence. Freire (1976b) uses the term ‘conscientization’ to describe 
a form of dialectical relationship between a ‘consciousness of reality’ and a 
‘critical attitude’ which leads to transformative actions to change the 
circumstances of oppression. 
For many distance educators the process of critical reflection in the 
teaching-learning relationship may seem fanciful. Indeed, Freire himself, 
who constructed his forms of adult education in difficult circumstances, 
argues that his ideas about teaching are utopian. He declared that, ‘if we 
are Not utopian we will easily become bureaucratic and dehumanizing’ 
(1976b, p.225); we would argue that this is precisely what is happening 
in distance education: it is becoming bureaucratic and dehumanizing. In 
Freire’s terms we need to make distance education ‘liberating’ not 
‘dominating’. 
radition of critical reflexivity are 


concerned with abstract theory and they often express themselves 


obscurely. We do not dismiss them fo 
their intellectual 


want to orient theory to practice ; 
and used in this light. 
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